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Instructional coaching is a model that continues to grow as a form of support for teachers. 
Instructional coaches provide job-embedded professional learning through one-on-one 
development and team building. The instructional coaches have an opportunity to influence 
change in the school through direct relationship building with their teachers. This study focuses 
on a mixed methods exploration of a theoretical framework designed to improve resiliency, 
psychological safety, and team performance in a high school.  
This study begins with understanding the role of an instructional coaching model and the 
importance of trust, confidence and team performance. The general study is followed by 
researching self-determination, self-efficacy, and social learning theories since there is a lack of 
research regarding how instructional coaches can develop a safe environment that fosters risk-
taking and adaptability. As a result of this theoretical research, the researcher created a resource 
guide for instructional coaches to introduce responsibilities to their teachers to answer the 
following research question: Can instructional coaches change culture and improve team 
performance by increasing psychological safety and resiliency with their teachers? 
After identifying a high school that recently incorporated the instructional coaching 
model, the researcher used quantitative and qualitative surveys to analyze the impact of coaching 
interventions introduced by the resource guide. Those results were cross-referenced with the 
instructional coaches’ journal entries and unstructured interviews. The research shows that the 
theoretical framework and logic model, combined with fidelity of implementation of the resource 
guide, produced significant findings. Specifically, the resource guide is general and adaptable for 




responsibility does lead to improved psychological safety. Instructional coaching interventions 
positively impacted teacher sentiment. 
This study informs the academic leadership team’s understanding of the teachers’ 
response to the resource guide. This research identified the importance of collaboration and 
feedback loops and how essential they were for teacher success. However, it also informed the 
continued need for team performance. With continued research, the resource guide should 
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CHAPTER 1: INTRODUCTION 
 
Study Rationale 
High schools continue to implement instructional coaching programs. In fact, 
instructional coaching is one of the fastest-growing forms of support for teachers’ professional 
learning because it is ongoing and job-embedded (Kane & Rosenquist, 2018). Most importantly, 
instructional coaches develop trust with their teachers because they provide one-on-one 
mentorship, guidance, and training. However, teachers continue to experience stress in education 
due to the constant emphasis on standards of achievement and student behavior. Many times, 
occupational stress is a significant problem and can lead to increased health problems, increased 
absenteeism, turnover, and poor performance (Ratnawat & Jha, 2014).  
With this concern in mind, the topic of this research focused on the instructional coaching 
model and the need for educators to establish trust, build confidence, and perform as a team. This 
research was significant because there was little information for implementing effective coaching 
strategies. Therefore, professional development for instructional coaches is a need in education. 
As a result, the research further explored the roles of an instructional coach for managing cultural 
change through psychological safety, individual resiliency, and stress management. Specifically, 
the continued research identified a need to develop a resource guide for instructional coaches to 
engage in change-oriented behavior while building resiliency and mitigating barriers caused by 
stress with their teachers.  
The research focused on three theories important for instructional coaches to build trust, 
improve confidence, and perform as a team. The self-determination theory establishes trust 




improves confidence through an individual’s belief they can perform in the face of adversity 
(Sherer et al., 1982). The social learning theory enhances team performance through the direct 
experience and modeling of others (Bandura, 1971). According to the researcher’s logic model, 
self-determination and self-efficacy should improve social learning. However, this researcher 
includes a focus on the instructional coach increasing teacher responsibility to build resilience 
and create a culture of high performance. For this research, responsibility is defined as 
engagement activities through coaching interventions. 
The dissertation genre is a mixed methods exploration of a theoretical framework. This 
research used both quantitative and qualitative surveys at the beginning and end to analyze the 
impact of effective coaching strategies. Most importantly, the research results highlighted the 
need to introduce engagement activities in a high school teaching environment through coaching 
interventions. The researcher used concurrent triangulation due to minimized time and the 
potential impact of COVID-19 global pandemic, on in-person learning. Triangulation was also 
used to validate the research and to ensure that the explained variance was a result of the 
introduced responsibility from instructional coaches and not the quantitative or qualitative 
method. Therefore, a comprehensive understanding of the research and well-validated findings 
were an advantage to using a mixed methods approach with concurrent triangulation. 
The goal of this research was to observe the instructional coaches’ role and if such a 
resource guide would result in teachers effectively implementing new teaching strategies and, 
over multiple years, increasing student achievement. The research plan targeted a private 
Midwest high school with instructional coaches. The researcher recruited every teacher and 
instructional coach at the target site and gave them the opportunity to complete the surveys. The 




survey results provided constructive feedback regarding the instructional coaching practices 
implemented. Specifically, it provided data related to the impact of instructional coaching 
practices on teachers’ performance in the classroom. 
 
Topic Overview 
 General Topic: High school instructional coaches and their cultural impact on teacher 
development 
 Special Topic: Effective practices for instructional coaches to build resiliency and 
mitigate barriers caused by stress 
 
Research Question 
The general field exam focused on the correlation between an instructional coach and 
teacher development to explore whether instructional coaches influence teacher development 
through trust, confidence, and teamwork. After analyzing the gaps, the special field exam 
researched the following question: Can instructional coaches change culture and improve team 
performance by increasing psychological safety and resiliency with their teachers? I 
hypothesized if instructional coaches introduced responsibilities to teachers to develop 
resiliency, then the resuling improved psychological safety enhanced team performance. The 
goal of the study was to create a resource guide for instructional coaches and determine if the 
introduced engagement activities resulted in teachers implementing new teaching strategies, and 






CHAPTER 2: LITERATURE REVIEW 
 
Theoretical Framework 
During the 1970s and 1980s, educators reported dissatisfaction with fragmented 
workshops for professional development and called for a long-term and job-embedded approach 
to improve teacher practice (Denton & Hasbrouck, 2009). One response from school districts 
was instructional coaching. Instructional coaching has been described by Habegger & Hodanbosi 
(2011) as high-quality, job-embedded, and professional development for teachers which 
addresses daily issues teachers face in their classroom (Habegger & Hodanbosi, 2011). Habegger 
and Hodanbosi (2011) claimed that the key to a successful coaching program is building trust 
between the coach and the teacher. While there has been many definitions and roles of an 
instructional coach, the ultimate aim of instructional coaching is to improve teaching in order for 
students to achieve excellence (Corkery et al., 2015). Corkery et al. claimed that coaches must 
empower teachers to reflect upon and make changes to their teaching. Martin and Taylor (2009) 
proposed that the coaching process includes both one-on-one and group meetings that center on 
data inquiry. These scholars maintained the goal of coaching is to solve problems and create a 
community of learners. Therefore, instructional coaches in this model must build trust, improve 
confidence, and perform as a team in their school. 
 
Theories 
For this study, the researcher used three theories that incorporate the importance of 





Self-Determination Theory. Establishing Trust: Gagné & Deci’s (2005) self-
determination theory suggested behaviors can be characterized in terms of whether they are 
autonomous versus controlled. Thus, autonomy involves acting with a sense of power and having 
the ability to choose, similar to intrinsic motivation. Consequently, Gagné & Deci (2005) 
claimed people need to feel competent, autonomous, and intrinsically motivated in order to 
remain self-determined.   
Self-Efficacy Theory. Building Confidence: The self-efficacy theory presented by Sherer 
et al. (1982) proposed that behavioral change and psychotherapy operate through a common 
mechanism—the individual’s expectations of personal mastery and success. They elaborated that 
there are two types of expectancies that influence behavior: (a) outcome expectancies and the 
belief that certain behaviors lead to certain outcomes, and (b) self-efficacy expectancy, the belief 
that one can perform the behavior in question in the face of adversity (Sherer et al., 1982). 
Social Learning Theory. Performing Teams: The social learning theory presented by 
Huguet et al. (2014) emphasized the important roles played by an experienced, symbolic, and 
self-regulated process. Bandura (1971) found that the social learning theory advocateed a new 
pattern of behavior acquired through direct experience or observation of others’ behaviors. 
Bandura and Adams’ (1977) research indicated that changes in defensive behavior produced by 
different methods of treatment originated from a common cognitive mechanism. Bandura and 
Adams claimed through the social learning theory that modeling influenced learning production, 
and observers acquired mainly symbolic representations of those modeled activities. Huguet et 
al. (2014) similarly suggested that the sociocultural learning theory asserts learning happened as 
a social process among peers by using artifacts, activities, and organizational influences to 






The researcher explored the literature on instructional coaching and the elements it 
proposes of trust, confidence, and teamwork. The researcher reviewed the instructional coaches’ 
role and how they implement each of these elements.  First, the researcher investigated the 
importance of trust and its relationship to teacher’s roles. Next, the researcher interrogated the 
role that confidence plays in teaching. Lastly, the researcher explored the significance of 
developing teams in an educational institution.  
Further exploration of the literature focused on instructional coaches managing cultural 
change through the following topics: psychological safety, individual resiliency, and induced 
stress. The researcher focused on the following themes: 
 Examining the importance of psychological safety and clearly defining the traits needed 
for an individual to build trust in a high school  
 Investigating individual resiliency and the factors needed to build confidence  
 Interrogating the role stress classifications have on performance  
The benefit of this research is to develop a resource guide and inform instructional coaches of 
effective practices to build psychological safety and resilience while mitigating barriers caused 
by stress so teams perform at their peak. 
 
The Instructional Coach Model 
Establishing Trust 
There are varieties of the instructional coaching models taken up by districts and schools 




building relationships, partnering with the principal, understanding the process of change, and 
providing teachers with opportunities to collaborate, leading to an increased frequency and 
intensity of communication in the school building (Zuspan, 2013). Building trust is a critical step 
before the instructional coach can communicate effectively, offer suggestions, and mentor 
teachers (Walkowiak, 2016). Habegger and Hodanbosi (2011) proposed that nurturing trust is 
accomplished in a few small steps—helping teachers and observing many classrooms. Previous 
models of coaching found that administrators did not have the necessary time to perform 
frequent observations, and Makibbin & Sprague (1993) emphasized that the instructional 
coaches’ role as an administrator made it almost impossible for teachers to remain receptive to 
feedback (Makibbin & Sprague, 1993).  
However, Makibbin and Sprague’s (1993) study suggested teachers would like to have a 
supportive and nonevaluative person work with them. They also suggested that growth is more 
likely to happen via supportive skills rather than an evaluation process. The literature pointed out 
the tension between observation and supervision since feedback from a supervisor was formal 
rather than informal and based on the district’s perceived needs rather than the teacher (Makibbin 
& Sprague, 1993). In addition, as classroom visits were tied to evaluation reports, teachers 
experienced high levels of anxiety from supervisors (Makibbin & Sprague, 1993). Some authors 
suggested that coaching is confidential, supportive and nonevaluative observations (Habegger & 
Hodanbosi, 2011). Walkowiak (2016) argued the coach should focus on empathy for the 
teacher’s own job-related stress and build trust by making the environment safe for taking risks. 
Walkowiak’s experience, informal observations, and systemic investigation resulted in five 
essential practices suggested for building effective communication: 




 The instructional coach establishes trust with teachers at the school. 
 The instructional coach shows value for teacher’s ideas. 
 The instructional coach sets very narrow and focused goals for instructional growth 
 The coach focuses instructional conversations on evidence from students and on learning 
together as professionals. 
Through effective communication techniques, instructional coaches can develop 
personalized goals and action plans in order to monitor continued growth (Habegger & 
Hodanbosi, 2011). However, research indicates the traditional one-stop workshop for 
professional development does not work for promoting teacher growth (Zuspan, 2013). 
Makibbin and Sprague (1993) went further and suggested the instructional coach should also act 
as a resource at the school level, assisting the principal and faculty with efforts to improve 
instructional practices to enhance student learning. Habegger and Hodanbosi (2011), however, 
suggested that continued growth cannot occur during a few in-service days. Effective 
professional development requires finding time to meet with coaches throughout the day to 
collaborate, learn new strategies, and function as a professional learning community. Zuspan’s 
(2013) research found when this level of coaching was added, 95% of teachers implemented new 
strategies. However, Habegger and Hodanbosi found it took years of implementing instructional 
coaches at Barberton City School District before teachers were committed to structured 
professional development, growth, reading, collegial discussion, and student achievement. 
Habegger and Hodabosi’s study found student achievement scores improved and the school 
district moved from a state designation of continuous improvement to excellent.  
Studies of the instructional coach role were also piloted in four schools run by the 




one instructional coach per school was given specific duties: provide in-service training for 
faculty, act as a peer coach, conduct study groups, schedule peer observations, facilitate peer 
coaching, serve on school improvement teams, seek out and distribute educational research, 
coordinate building-level improvement efforts, and document progress (Makibbin & Sprague, 
1993). Makibbin and Sprague’s research determined that instructional coaches should be trained 
in instructional methodologies, respected by staff, and genuinely concerned with student 
learning. Coaches should also be risk-takers, self-starters, experienced, articulate, and exemplary 
classroom teachers. Zuspan’s (2013) qualitative research documented four key steps for a new 
instructional coach: 
 Building trust—establishing trust with teachers so they would be open to experiencing 
the benefits of a coach was essential and effective. 
 Partnering with the principal—a common agreement is needed to understand the role and 
expectations of the coach. 
 Changing the culture—coaches must work with all teachers since there is a negative 
connotation if a coach only works with a few teachers. Part of a coach’s role is to make 
changes that would improve student learning, but it is better to work collaboratively than 
in isolation. 
 Collaborating with teachers—conversations develop around shared visions of strategies, 
concepts, and skills for students. 
Morel (2019) asserted that in addition to the role of an instructional coach, the teacher also has a 
role in building trust. The coaching process acknowledges a teacher gets out of an instructional 




was recently promoted to a grade-level team leader. Morel (2019) proposed six tips to help 
teachers bring their best performance to the coaching process (Morel, 2019): 
 Ask questions—coaching is a relationship. Understand the norms of your school or 
district. Will classroom observations be part of the coaching interaction? What data or 
artifacts would be helpful for the conversations? Is there flexibility to select the 
professional development topic based on needs? 
 Positive attitude—this is a time to work for yourself and fine-tune your teaching game. It 
is a developmental relationship that can lead to improved performance. 
 Show up—remain fully in the moment and set aside external distractions. 
 Work hard—effective coaching sessions are hard work since the teacher spends a 
concentrated time thinking deeply with their coach. 
 Dig deep—top performers in any profession learn to dig deep into who they are and what 
unique gifts they bring to work. 
 Practice and be accountable—after each coaching session, a teacher should receive 
actions steps to expand on their progress. One benefit of coaching is having someone to 
hold the teacher accountable for following through. 
 
Building Confidence 
Denton and Hasbrouck (2009) explained coaches provide support and guidance to their 
peer colleagues. The literature suggested there has been increasing recognition that instructional 
coaches can play an effective role in improving classroom practices (Steiner & Kowal, 2007). 
Denton and Hasbrouck’s research suggested a teacher must implement a new practice at least 25 




claimed teachers can be noncompliant and have low self-efficacy, philosophical differences, or 
low expectations, which may foster a resistant attitude. Therefore, the literature describes how an 
important component of coaching is building a collaborative working environment (Jay, 2009). 
Denton and Hasbrouck suggested feedback given by the coach must focus on strategies to reach 
certain goals, because goal development is a viable way to provide sustained and effective 
professional development to teachers. Further research emphasized a growing recognition for 
administrators to become instructional leaders in their school; administration must have the 
confidence to effectively delegate leadership roles onto others (Steiner & Kowal, 2007).  
Jay (2009) described the goal of a collaborative working relationship between a coach 
and a teacher is to provide the reciprocity of gifts of knowledge, support, caring, feedback, and 
celebration. Jay suggested the following process to establish a positive relationship: 
1. teach first and observe the teacher later 
2. revisit classrooms briefly and informally 
3. face resistance through open, honest conversations with teachers 
4. engage in professional development and networking 
5. talk with teachers often 
Knight (2019) reported engagement between a coach and teacher is important, but so is the 
engagement between the teacher and student. Knight claimed engagement is measured by the 
following categories: behavioral, cognitive, and social-emotional. Knight proposed that effective 
instructional coaches identify coaching as a partnership or professional conversation between 
equals. In addition, Knight suggested a chart (see Table 1) to measure and incorporate teaching 





Table 1: Coaching for Engagement 
 
Note. Replicated from “Students on the Margins: How Instructional Coaching can Increase 
Engagement and Achievement,” by Knight, 2019, Learning Professional, 40(6), p. 29. Copyright 
2019 by Learning Forward.  
Knight (2019) employed a model that focused on the coaches’ role in building student 
engagement through teachers. Knight offered an effective coaching cycle that describes three 
stages: 
1. Identify—Instructional coaches and teachers identify a clear picture of the classroom 
reality and create powerful, easy to implement, emotionally compelling, reachable, and 
student-focused goals. 
2. Learn—Coaches prepare teachers to implement a new strategy and encourage teachers to 




3. Improve—Teachers try out the new strategy and the coaches and teachers make the 
appropriate adaptations together. 
Steiner and Kowal (2007) claimed a coaching program helps build a principal’s 
instructional leadership capacity and helps the principal understand the needs of the students and 
teachers. Steiner and Kowal recommended the following steps for designing a coaching 
program: 
1. Assessing needs and goals—Set clear and specific goals, and assess what knowledge and 
skills teachers need to meet those goals. 
2. Selecting a coaching strategy—Coaches work with individual teachers’ practice, 
instructional strategies, observation, coplanning and feedback. 
3. Supporting coaching program—Provide adequate time, responsibilities, and support. 
Through effective coaching practices and models, instructional coaches can develop 
collaborative spaces and positive relationships needed to build confidence in teachers. 
 
Performing Teams 
A team of job-embedded instructional coaches should remain dedicated to thinking 
through and troubleshooting teaching and learning improvements (Martin & Taylor, 2009). 
Corkey et al. (2015) suggested coaching is a partnership with teachers in which both parties are 
vulnerable together. Corkery et al.’s research found a partnership approach to instructional 
coaching engages seven core principles:  
 Equality—Coaches must position their work with any teacher as shared inquiry and the 




 Choice—Allowing the teachers to choose will aid in the growth of teachers and embrace 
empowerment. 
 Voice—If coaches are able to listen and build trust, then they are able to find the real 
inquiries. 
 Dialogue—Coaches must encourage authentic dialogue that is open and natural in order 
to provide more opportunities for reflection and collaboration. 
 Reflection—Coaches must ask open-ended questions in order for the teacher to self-
reflect and find the answer instead of being told the answer. 
 Praxis—Teachers must apply their learning to their real-life practices. 
 Reciprocity—Coaches work and conversations must focus on shared vulnerability with 
teachers since both parties have much to learn. As a result, instructional coaches should 
expect to get as much as they give. 
Gallucci et al.’s (2010) research purported instructional coaching is a nonsupervisory role 
that does not have the positional authority to evaluate other adults. Gallucci et al. suggested 
instructional coaches enroll teachers to be coached, identify appropriate interventions for teacher 
learning, model teaching, gather data in classrooms, and engage teachers in dialogue. Jorissen et 
al. (2008) found in Montgomery County, instructional coaches served in a variety of roles, 
depending on the district. Jorissen et al.’s literature also identified instructional coaching 
interventions for working in teams to model teaching strategies, gather classroom data, and 
engage teachers in dialogue. Martin and Taylor’s (2009) research indicated instructional coaches 
used quantitative data and probing questions centered around individual students to develop 
educational practices. Their study suggested instructional coaches look collaboratively at 




change (Martin & Taylor, 2009). Desimone and Pak (2017) referred to this collaborative action 
as collective participation. Their research suggested collective participation allowed coaches to 
facilitate the social learning process by working with teachers in groups to discuss progress, 
student data, and curricular strategies (Desimone & Pak, 2017). 
Gallucci et al. (2010) challenged the notion people who enter the role of a coach are 
established experts and well prepared to support the learning of others. Their research proposed 
that coaches are often left to overcome obstacles on their own and define their own role (Gallucci 
et al., 2010). Martin and Taylor (2009) posited coaches do not always possess the expert 
knowledge to tackle current problems. However, Huguet et al.’s (2014) research found when 
teachers believed their coach had adequate knowledge and expertise to help, the coaches had a 
greater impact on the teacher. Moreover, research indicates that the coach’s interpersonal skills 
are as important as content knowledge to build relationships effectively in their coaching role 
(Huguet et al., 2014). Corkery et al. (2015) also discovered coaches would be asked to engage in 
inquiry, reflection, and collaboration toward the shared purpose of improving instruction.  
The literature reviewed highlighted the importance of building a team of instructional 
coaches in school districts rather than individual coaches (Corkery et al., 2015). Huguet et al. 
(2014) asserted the sociocultural learning theory happens as a social process among peers by 
using artifacts, activities, and organizational influences to improve individual growth. Moreover, 
Huguet et al. researched four cases with two strong coaches and two developing coaches. Their 
analysis indicated that strong coaches employ a broader range of practices and more frequency 
for building interventions than the developing coaches (Huguet et al., 2014). Figure 1 identifies 






Figure 1: Conceptual framework  
Replicated from “Building Teachers’ Data-Use Capacity: Insights From Strong and Developing 
Coaches,” by Huguet et al., 2014, Education Policy Analysis Archives, 22(52), p. 6. Copyright 
2014 by Education Policy Analysis Archives.  
For instance, Jorissen et al. (2008) proposed instructional coaches may prepare data 
displays or work with the school improvement team when developing the school issues and 
initiatives. In addition, Martin and Taylor (2009) explained that instructional coaches should use 
mixed methods research to create professional development that bridges the gap between 
research-based practices and the overall context in which teaching and learning occurred.  
 
Instructional Coaching Model Findings  
Habegger and Hodanbosi (2011) claimed no matter where instructional coaching takes 
place, the instructional coaching model involves two people: the classroom teacher and their 




productive conversation and indicated that collaboration is where true change happens. 
Walkowiak’s (2016) study found purposeful and effective communication from instructional 
coaches is recommended to influence change and professional growth among teachers. Zuspan 
(2013) suggested it took instructional coaches over one year before teachers showed enthusiasm 
and willingness to take risks after gentle nudges, encouragement, and intentional discussions. 
Morel (2019) also suggested trust as the bedrock of any coaching relationship and prescribed that 
clarity around information is needed to develop trust. Therefore, Jay (2009) offered a school 
should have a shared vision for improvement, a common understanding of coaches’ roles, and 
skilled and respected coaches.  
Steiner and Kowal (2007) emphasized strong instructional leaders can greatly impact 
teaching and learning. Schools must sufficiently train coaches and allocate the time for them to 
remain content-focused with teachers to effectively produce student gains (Desimone & Pak, 
2017). Gallucci et al. (2010) proposed two practical implications for professional development 
for instructional coaches: 
 Coaches are often learning new content and pedagogy at the same time as the teachers 
they are expected to coach. 
 Questions are raised regarding the conditions that are necessary to adequately support 
coaches’ professional learning. 
Corkery et al. (2015) reported coaching teachers is still relatively uncommon, but coaching has 
been found to be effective in helping teachers develop inquiry stances, expand instructional 
repertoires, and connect classroom practices. Knight’s (2019) literature suggested as teachers 
become more comfortable incorporating teaching strategies, they become more confident in their 




listening, working together, and sharing ideas. Therefore, dialogue and risk-taking are key for 
teachers when trying new techniques, reporting new learning, and sharing their experiences with 
their colleagues (Martin & Taylor, 2009). However, Huguet et al. (2014) recognized teachers can 
have difficulties connecting gaps between student learning and the appropriate instructional 
response. Jay’s (2009) research concluded that the coach must develop an action plan to work 
with noncompliant teachers and made suggestions to determine whether the action plan would be 
better implemented one-on-one or in a small group. The International Literacy Association 
provided three levels of intensity of activities for coaches to engage in dialogue with their 
teacher (Denton & Hasbrouck, 2009): 
1. Level 1: Informal and focused on relationship-building 
2. Level 2: Formal and intense process—focused on coplanning and interpreting student 
assessment data 
3. Level 3: Most formal and intense process that may be stressful for both coach and 
teacher—focused on modeling instruction, observations, and providing feedback 
 
Cultural Change for an Instructional Coach  
Psychological Safety 
Sagnak (2017) proposed that psychological safety reflects an organization whose 
members of the organization believe will not be punished for negative consequences as a result 
of taking risks. Wanless and Winters (2018) found psychological safety is the feeling that an 
individual can tolerate and remain comfortable in an inherently uncomfortable situation. Wanless 
and Winters emphasized the school leader creates a psychologically safe climate through warm 




learning and opportunities to take risks and make mistakes without ridicule. Further research 
from Kulikova and Maliy (2017) emphasized psychologically safe educational environments 
consist of the following professional and personal qualities for teachers: emotional stability, 
sensitivity, high-normative behavior, creative thinking, low anxiety, reflection and introspection.  
Colton et al. (2015) reported trust within a group removes fear and allows teachers to 
bring students’ work to the group. Colton et al.’s research suggested working agreements and 
communication skills provide the psychological safety teachers need while focusing on probing 
skills. Colton et al. employed a model which encouraged teachers to think using the suggested 
probing skills: probing for clarity, empowering probes, and probing for beliefs and feelings. 
Colton et al. found to maintain trust, members must know they can rely on their colleagues while 
having difficult conversations, and it is suggested communication and listening skills are 
required to engage in productive dialogue.  
Bas and Tabancali (2020) indicated employee voice was significant to psychological 
safety since research discovered a significant and positive correlation between extraversion, 
agreeableness, emotional stability, openness to experience, and teachers’ voice. Bas and 
Tabancali described employee voice as the ability to voice personal ideas, opinions, and work-
related matters in the decision-making process to improve the workplace. Bas and Tabancali 
posited that voice predicts that autonomy of teachers since it is a form of communication which 
reflects democracy. Bas and Tabancali purported that schools with high levels of psychological 
safety encourage teachers’ voice and affect the schools positively. Wanless and Winters (2018) 
alleged adults are psychologically safe when they are more likely to take risks, welcome diverse 
opinions, ask questions, and generate productive solutions to problems. Kim et al.’s (2019) 




creative, and stick their necks out because it removes the fight-or-flight response. However, Zhu 
et al. (2019) argued cultures of high power distance, such as China, handled their affairs with 
zhongyong, which means they are more likely to avoid risks in the workplace.  
Sagnak (2017) claimed as long as individuals feel unsafe, they will not speak up. 
Psychological safety is proposed as the belief that risky behaviors (e.g., voice) will not lead to 
personal harm (Sagnak, 2017). Colton et al. (2015) proposed empowering probes to raise the 
speaker’s efficacy by assuming the individual either knows or can figure out the solution. 
Moreover, Colton et al. suggested education leaders focus on probing by statements or questions 
that invite a deeper level of conversation since there will be a better understanding about how 
teachers are thinking about student learning. While some teachers are complacent or reluctant to 
speak their mind, Colton et al.’s literature pointed out that one may use probes that cause 
cognitive dissonance since more challenging questions often push a person beyond their comfort 
zone. Still, the more challenging questions required the leader to remain tactful and sensitive 
when using such probes.   
 
Individual Resiliency 
Usher (2019) emphasized the global industry requires resilience and adaptability in order 
to meet the needs of an ever-changing global society. Usher claimed a sense of confidence and 
ability to act in situations of uncertainty is often found in behaviors that identify a person with 
resilience. Bernshausen and Cunningham (2001) described resiliency as the ability to adapt and 
bounce back when faced with adversity. The literature further suggested that resiliency is a 
combination of tenacity, optimism, and impact with attributes that include belonging, 




to Muller et al. (2011), the resiliency theory suggested a belief in the ability of every person to 
overcome adversity if the following six protective factors are present in a person’s life: purpose 
and expectations, nurturing and support, positive connections, meaningful preparation, life 
guiding skills, and clear and consistent boundaries. Muller et al. found the six protective factors 
contributed to resiliency in education, but in an unequal manner based on the age of the teacher. 
Bernshausen and Cunningham (2001) recommended that resiliency development should be a 
major goal for academics since 40% of incoming teachers do not enter their fifth year of 
teaching, and over half of the teachers leave the profession within three years. Muller et al. found 
if school conditions are conducive to fostering resiliency, then an increased number of teachers 
will thrive and remain in the classroom.  
Usher’s (2019) research study suggested that resilience was one of the effective lifelong 
learning inventory dimensions that teachers did not strongly identify with since the nature of the 
routine teaching practice acted to diminish it. Bernshausen and Cunningham (2001) argued 
initial teaching assignments work against resiliency since novice teachers are usually assigned to 
less desirable campuses, bad conference times, remedial classes, and informal mentors. 
However, Usher’s literature discovered that resilience was identified as being an important 
dimension, along with confidence, the ability to move into the unknown, and learning 
relationships. Rutter (1993) claimed resilience results from an encounter at a specific time and 
the body’s ability to cope successfully with the challenge to its system. Rutter’s literature 
acknowledged that assessing resilience with just one measurement at one point in time is an 
error; therefore, Rutter (1993) recommended to have several different sources of measurement 
over a longer period of time. Bernshausen and Cunningham’s (2001) literature suggested 




belonging, usefulness, potency, and optimism. Bernshausen and Cunningham also concluded that 
the actual building of resiliency is not occurring and will require some to change beliefs and 
practice to reevaluate program goals. These authors found a person’s self-efficacy is key when 
considering elements of stress and burnout.  
Schunk’s (1991) self-efficacy theory originally referred to an individual’s perceived 
capabilities to control performance in a difficult situation, but has since been expanded to include 
the ability to control self-referent activities such as cognitive processes, self-regulated behaviors, 
and emotions. Sciuchetti and Yssel’s (2019) research documented self-efficacy and the 
individual’s perceived ability to implement the behavior necessary to achieve a specific outcome 
despite external factors influenced a teacher’s classroom performance. Lunenburg (n.d.) offered 
self-efficacy has three dimensions: (a) magnitude, the level of task difficulty an individual 
believes he or she can attain; (b) strength, the conviction toward the magnitude; and (c) 
generality, the degree in which the expectation is generalized across situations. Sciuchettie and 
Yssel also suggested that a strong sense of self-efficacy is linked to a teacher’s willingness to use 
new and varied strategies because they are confident with their choice of activity, degree of 
effort, and duration of sustained effort in a stressful situation. Flynn and Chow’s (2017) research 
indicated that higher measures of self-efficacy align with fewer symptoms of stress and 
depression. Bandura and Adams (1977) found self-efficacy is a highly accurate predictor of the 
degree of behavioral change following complete desensitization, which mediates anxiety arousal 
(see Figure 2). Bandura and Adams also reported self-efficacy proved to be a superior predictor 
of behavioral improvement gained from partial mastery of risky tasks. Therefore, research found 




threat (Bandura & Adams, 1977).  
 
 
Figure 2: Level of efficacy expectations 
Note. Reprinted from “Analysis of Self-Efficacy Theory of Behavioral Change,” by Bandura and 
Adams, 1977, Cognitive Therapy and Research, 1(4), p. 294. Copyright 1977 by Plenum 
Publishing.  
Flynn and Chow (2017) found self-esteem and self-worth are both factors correlated with 
perceived stress. Schunk (1991) presented self-esteem as an individual’s perceived self-worth 
and whether they respect or accept themselves. Schunk’s research supported the literature that 
personal expectancy can influence direction, persistence, effort and behavioral instigation. 
Schunk reported academic motivation, in terms of personal expectancy or self-efficacy, is 
alleged as the individual’s decisions of their capabilities to perform specific actions. Flynn and 
Chow claimed high self-efficacy creates feelings of calmness while approaching difficult tasks 
because it leads to higher levels of accomplishment. Lunenburg (2011) suggested self-efficacy 




sources of self-efficacy are past performance, vicarious experience, emotional cues, and verbal 
persuasion (see Figure 3).  
 
Figure 3: Four sources of self-efficacy 
Note. Reprinted from “Self-Efficacy in the Workplace: Implications for Motivation and 
Performance,” by Lunenburg, 2011, International Journal of Management, Business, and 
Administration, 14(1), p. 2. Copyright 2011 by International Journal of Management, Business, 
and Administration.  
Lunenberg (2011) found individuals rarely attempt to perform a task if they expect the 
outcome to be unsuccessful and suggested employees are more confident to complete tasks in the 
future if they have succeeded on similar job-related tasks. Muller et al. (2011) claimed resilience 
might manifest with an individual, community or team to make those involved stronger in the 
face of adversity. Schunk’s (1991) research supported an individual acquires capability 




Ratnawat and Jha’s (2014) literature described stress as a response to a demand. The 




insufficient resources to cope with the demands of a situation (Ratnawat & Jha, 2014). Ratnawat 
and Jha explained two classifications of stress: eustress and distress. Eustress is claimed as 
positive or pleasant stress, and distress is claimed to be negative or dysfunctional stress 
(Ratnawat & Jha, 2014). Harden (1999) referred to distress as burnout. Harden suggested that 
burnout for teachers is described in three aspects: increased feelings of emotional exhaustion and 
fatigue, the tendency for teachers to develop negative attitudes toward their students, and the 
tendency to evaluate oneself negatively. Harden claimed individuals who have a sense of control 
are bothered less by stress at work when confronted with problems because these individuals 
identify problems as challenges rather than threats. Gmelch (1993) argued that performance 
problems in organizations can result from either too little or too much stress. However, Harden 
emphasized that increasing demands for teachers such as standard setting, written performance 
assessments, portfolio assessments, and curriculum evaluation place more burden on teachers as 
these demands create both quantitative and qualitative overload. Yang et al.’s (2009) study 
suggested Chinese teachers have been suffering from greater occupational stress due to major 
changes in the education system and limited resources supplied by the government. Yang et al.’s 
literature also claimed Chinese teachers have a lower health status than the general population 
due to stress and the high demands of their job.  
Ratnawat and Jha (2014) acknowledged that occupational stress is a significant problem 
claimed to lead to increased health problems, increased absenteeism and turnover, and poor 
performance. Weissbourd (2003) claimed disappointment and depression challenge a large 
number of urban school teachers. Weissbourd argued it is important to develop adults’ maturity 
and ethical capacities since the moral development of students depends on it. Weissbourd (2003) 




isolation and the strain of dealing with students with behavior troubles. Harden (1999) proposed 
stress should be recognized and alleviated with the following factors: provide rewards, clarify 
roles, spread the workload more evenly, offer support, increase autonomy, and ensure 
participation. Wessbourd offered that schools must promote professional development cultures 
that focus on academic instruction and adults’ ethical awareness and skills. Gmelch’s (1983) 
research indicated that effective job performance depends on three conditions: states of arousal 
under both distress and eustress, capabilities to meet the challenges and perform the job well, and 
perceived difficulty of the workload to achieve. Gmelch highlighted the stimulation zones and 







Figure 4: Stress and performance curve  
Note. Reprinted from “Stress for Success: How to Optimize your Performance,” by Gmelch, 
1983, Theory Into Practice, 22(1), p. 2. Copyright 1983 by Taylor & Francis Group.  
 
Flynn and Chow (2017) suggested that effective coping mechanisms to manage stress in 
a demanding environment are needed to avoid depression, poor adjustments, and general life 
dissatisfaction. Moreover, Flynn and Chow claimed teachers who approach difficult tasks as a 
challenge to master, rather than a danger to avoid, have greater self-efficacy and more easily 







Cultural Change for an Instructional Coach Findings  
Bandura and Adams (1977) found personal efficacy stems from four main sources of 
information: performance accomplishments, observing others succeed, verbal persuasion, and 
physiological arousal. In Figure 5, it is evident that past performances with partial mastery 
provided limited value in predicting what subjects would be able to do on more threatening tasks 
(Bandura & Adams, 1977). 
 
 
Figure 5: Congruence between efficacy judgments and subsequent performance  
Note. Reprinted from “Analysis of Self-Efficacy Theory of Behavioral Change,” by Bandura and 
Adams, 1977, Cognitive Therapy and Research, 1(4), p. 302. Copyright 1977 by Plenum 
Publishing Corporation.  
Bandura and Adams (1977) claimed perceived self-efficacy affected people’s choice of 
activities, behavioral settings, and how long they persisted in the face of obstacles and 
undesirable experiences. Bandura and Adams purported stressful situations generally elicit 
emotional arousal, and emotional arousal is a source that can affect perceived self-efficacy. 
Further research of theirs emphasized that psychological influences alter defensive behavior by 




the level of performance, regardless of whether self-efficacy is changed through enactive 
mastery, extinction of anxiety arousal through systemic desensitization, or vicarious experience 
(Bandura & Adams, 1977).  
Schunk’s (1991) research emphasized outcome expectations are important because 
individuals are not motivated to act in ways that may produce negative outcomes. Therefore, 
timing of feedback is important since attributional feedback is hypothesized by Schunk (1991) to 
have positive effects on motivation and efficacy. Bernshausen and Cunningham (2001) found 
teacher preparation programs should develop competency by providing frequent interaction with 
credible instructional coaches, increasing teacher responsibilities, having high expectations, and 
facilitating powerful and authentic classroom experiences. Bernshausen and Cunningham also 
suggested that a major goal of teacher preparation should be developing resiliency, and 
sustaining resiliency should become the role of the continuing education program. These authors 
suggested resiliency is maintained by providing a formal mentor, making teaching assignments 
reasonable, and developing targeted professional development, cohort meetings, and ongoing 
support programs.  
Lunenburg (2011) recommended supervisors can boost self-efficacy through hiring, 
challenging assignments, coaching, goal setting, resources and support, and rewards. Kulikova 
and Maliy (2017) claimed an important condition of reducing stress in situations is having an 
effective training program for future teachers and designing a psychologically safe education 
environment. Weissbourd’s (2003) research indicated coherent mentoring programs for new 
teachers are needed in order to bring out the talents of incoming teachers so the teachers can 




inexperienced and less resilient novice teachers are not able to develop tools for success in 
various settings and experience burnout early since they have no time to professionally grow.  
Bas and Tabancali (2020) argued health might be affected both physically and 
psychologically if an employee cannot talk about problems related to their jobs. Weissbourd 
(2003) found depressed adults tend to govern their behaviors by their own moods and needs 
rather than others, and they take the path of least resistance and effort. Bas and Tabancali (2020) 
emphasized the lack of knowledge sharing and communication may present problems in 
educational organizations, and teachers avoid expressing themselves if they do not feel free and 
safe.  
Harden’s (1999) research recognized the growing prevalence of teacher stress, burnout, 
and the negative effects on the learning environment. In addition, Muller et al. (2011) claimed 
teacher attrition has negative effects on student achievement since high turnover rates create 
major financial implications in school districts. Harden’s literature pointed out role ambiguity, 
uncertainty, and the conflict teachers feel between different roles produces stress at work. Yang 
et al.’s (2009) study indicated role overload and role insufficiency also had a significant effect on 
both the physical and mental component summaries, and the authors of this study recommended 
social support could enhance well-being and mental health. Less social support may cause 
interpersonal conflicts and increase feelings of solitude. 
 
Implications and Gaps  
Zuspan (2013) stated the foundation for a school’s success is the relationship fostered 
between a teacher and a coach. Desimone and Pak (2017) focused on collective participation. 




school efforts to build teacher capacity, there is limited research on the implementation of these 
coaching initiatives (Huguet et al., 2014). Therefore, there is an initial gap and lack of research 
regarding professional development for instructional coaches, specifically related to developing a 
safe environment that fosters risk-taking and adaptability. Currently, research indicates that 
coaches may receive training from multiple sources, each of whom may define coaching very 
differently (Denton & Hasbrouck, 2009). 
Zuspan (2013) claimed teachers work in an ever-changing world and staying relevant can 
be overwhelming, especially with the constant pressure to improve student achievement. As 
Zuspan’s literature described, there is constant pressure to do more with fewer resources, but 
research missed a unique opportunity to recommend the necessary steps for building resiliency 
with teachers. Walkowiak’s (2016) recommended communication practices seemed practical to 
instructional coaches for building trust. One question Denton and Hasbrouck (2009) suggested 
for further research: Is coaching truly effective for improving teachers’ competence, fidelity of 
implementation of research-based practices, and confidence?   
Wanless and Winters (2018) defined psychological safety as the ability to tolerate and 
remain comfortable in an inherently uncomfortable situation; this includes taking risks and 
making mistakes without ridicule. Bas and Tabancali (2020) claimed employee voice was 
important to psychological safety and researched teacher voice, a missing piece in the coaching 
literature. Zhu et al. (2019) noted if teachers are subject to hierarchical power, they are reluctant 
to engage in change-oriented behavior, including innovative behaviors. As a result, it is clear 
instructional coaches face many challenges when operating in a culture of high power distance, 
collectivism, and social harmony. For instance, in Chinese culture, Zhu et al. emphasized that 




risks in the workplace. In addition, Rutter (1993) highlighted the fact, due to diversity, 
individuals suffer and build resilience differently. This is important since it identifies the fact 
resilience is difficult to measure if each person builds it differently.  
However, Bandura and Adams (1977) claimed reducing emotional arousal improves 
performance from the perspective of social learning theory since it raises efficacy expectations 
rather than instigating defensive behavior. At the same time, more research is needed to identify 
ways to reduce emotional arousal. Gmelch (1983) suggested to prevent “rust out,” (e.g., boredom 
and fatigue) an individual must stay alert, take risks, avoid isolation, stretch for success, and 
overcome obsolescence. Further research suggested in order to prevent burnout, an individual 
must break up contacts with people who take up too much time, understand the stress their job 
entails, say no, delegate responsibility, and break large projects into smaller parts (Gmelch, 
1983).  
Sciuchetti and Yssel’s (2019) research suggested self-efficacy is a protective factor 
against burnout, and teachers with higher perceived competence had lower levels of burnout. 
Most importantly, researchers found teachers with higher levels of self-efficacy for classroom 
management and discipline were less likely to experience the feelings of burnout and emotional 
exhaustion (Sciuchetti & Yssel, 2019). Although Schunk (1991) claimed efficacy is enhanced 
when rewards are linked to the progress of a student learning and achieving, further research is 
needed to determine if self-efficacy contributes to transfer of learning and motivation. In 
addition, Lunenburg (2011) recommended four sources of self-efficacy, but provided little 
validation to the roles past performance, vicarious experience, verbal persuasion, and emotional 




Gmelch (1983) found to stabilize optimum performance, an individual must establish and 
update goals, take control of their job through effective time management, maintain a foundation 
of sound health and fitness, and know their stress points. As Usher (2019) suggested, the value of 
teachers’ learning experience rests on the modeling, attitude, and values of the instructional 
coach. With this in mind, would teachers with diverse backgrounds take risks if they trusted their 
instructional coach? Sagnak (2017) argued followers will take risks if they trust their leader, 
because they believe the leader would not punish them for a mistake. Sagnok also suggested 
ethical leadership was found to relate positively to an organization’s ethical culture, 
psychological safety, and teachers’ voice behavior. Colton et al. (2015) recommended probing to 
push a person beyond their comfort zone, which is definitely an alternate way to measure 
psychological safety through voice. In addition, Wanless and Winters (2018) claimed it is alright 
to enter a state of discomfort together, because there is a relationship with trusted peers who will 
support the team to take risks and learn together.  
This research is limited to studies focusing on factors that build resiliency such as self-
worth and self-efficacy. However, the gap in these findings suggests the impact culture has on 
developing effective strategies for reducing stress.  
 
Conclusion  
In conclusion, research suggested an instructional coach could improve performance in a 
teacher through trust, confidence, and teamwork. Individual performance increases by varying 
degrees of stress. The current research would highlight the instructional coach should relieve 
stress, react to the needs of a teacher, and be an additional resource. However, the methods and 




through resiliency. Therefore, it is important to further examine the role of an instructional coach 
while managing change. An instructional coach needs to build trust with their teachers and the 
partners should enter a state of discomfort together. It is important for the instructional coach to 
manage change by building individual resiliency, increasing psychological safety, and managing 
stress. What does it require for a teacher to take risks and make mistakes? How does an 
instructional coach engage in change-oriented behavior? If there are no tools to build resiliency 
in education, how does an instructional coach improve optimum performance? How does an 
instructional coach improve employee voice? While research indicated the need to remove the 
barriers which create stress during burnout, it is important to understand the need for stress 
management, including the need to introduce responsibilities. Therefore, the future research for 
this dissertation requires measuring self-determination, self-efficacy, and social learning to 







CHAPTER 3: THEORY AND METHODOLOGY 
 
Theory: Self-Determination, Self-Efficacy, and Social Learning  
Instructional coaches are paid positions within the school, and they are responsible for 
developing teachers’ skills through individual growth. Instructional coaches build trust, 
confidence, and teamwork to improve teacher performance. It is common for instructional 
coaches to remain responsible for a team of teachers. The hypothesis of this study is if 
instructional coaches introduce responsibilities to teachers to develop resiliency, then improved 
psychological safety enhances team performance. In theory, self-determination and self-efficacy 
should improve social learning. However, in order to create a culture of high performance, the 
task designed includes the instructional coach increasing risk-taking by providing engagement 
activities through coaching interventions to build resilience. The goal is to observe the 
instructional coaches’ role and if a resource guide results in teachers effectively implementing 
new teaching strategies and, over multiple years, increasing student achievement.  
Chapter 3 outlines key concepts and theories. Specifically, this chapter includes the 
following concepts: psychological safety, resilience, and team performance. Psychological safety 
includes employee voice, trust, and positive relationships. Resilience includes competence, 
belonging, usefulness, potency, and optimism. Team performance is achieving and implementing 
teaching strategies. In addition, the following theories will represent the study: self-
determination, self-efficacy, and social learning.  






Figure 6: Instructional coach framework for success 
 
The researcher suggests Figure 7 as the model to test whether introduced responsibility increases 









Figure 8 outlines the logic model for the identified concepts. 
 
 
Figure 8: Logic model for identified key concepts 
 
Figure 9 outlines how the theories align with the logic model. The researcher will 
conduct a mixed methods study, which includes surveys, to quantitatively and qualitatively 





Figure 9: Align theories to logic model 
 
Self-Determination Theory 
According to McHoskey (1999), intrinsic goals are experienced by the community as 
self-determined while extrinsic goals are usually externally controlled. McHoskey studied 
Machiavellianism (MACH) by integrating it into the literature on self-determination theory. He 
found that interpersonal problems associated with MACH may deemphasize intrinsic goals 
relative to extrinsic goals. McHoskey’s (1999) study also identified participants who scored high 
on the MACH Likert scale also emphasized financial success over community, family, and self-
love goals. However, the MACH is limited to interpretive data; therefore, longitudinal data is 
required to fully understand the development processes (McHoskey, 1999). 
Vallerand et al. (1992) investigated the translation of the French Echelle de Motivation en 
Education (EME) to the English Academic Motivation Scale (AMS). The EME highlights the 
tenets of self-determination theory and assesses three types of intrinsic motivation (i.e., to know, 




external, introjected, identified regulation), and amotivation (Vallerand et al., 1992). Vallerand et 
al. found that the AMS was valid and reliable for measuring motivation and supported its use in 
educational research. Moreover, they emphasized that motivation is related to outcomes such as 
performance, persistence, and learning. Unfortunately, while Vallerand et al. found the AMS 
measured student motivation, adult motivation was not measured using the AMS, which, in turn, 
does not provide adult validity.  
According to Howard et al. (2016), the self-determination theory suggested that 
individuals experience different types of motivation to varying degrees. Howard et al. further 
argued that motivation is defined as energy, direction, and persistence, but due to the various 
approaches for measurement, it is also complex. They found intrinsic motivation yielded more 
positive outcomes then external regulations. Howard et al. (2016) further argued that few studies 
have applied a person-centered approach to motivation research in education. Nonetheless, their 
evidence suggested that in the educational domain, observed academic motivation profiles have 
been well replicated and were characterized by high autonomous-low controlled motivation, high 
autonomous-high controlled motivation, low autonomous-high controlled motivation, and low 
autonomous-low controlled motivation. Howard et al.’s (2016) research included employees 
completing the validated Motivation at Work Scale (MAWS) produced by Gagne et al. (2010).  
While the research above focused primarily on motivation, Howard et al.’s wanted to build upon 
the definition from Gagné and Deci (2005), which included competency and autonomy.  
Drawing on the self-determination theory, Crocker et al. (2003) suggested goals are 
linked to self-worth, and the success and failure of goals are linked to self-esteem. Therefore, 
since goals are linked to self-worth, people who lack confidence may protect their self-esteem 




individual’s perceived self-worth and whether the individual respects or accepts him or herself. 
Most importantly, Flynn and Chow (2017) noted self-esteem and self-worth are both factors 
correlated with perceived stress. As a result, since the researcher is measuring the instructional 
coaches’ interventions based on the impact of introduced responsibility on psychological safety 
and resilience, Crocker et al.’s (2003) Contingencies of Self-Worth Scale (CSWS) best reflects 
the research needs.  
According to Crocker et al.’s (2003) previous research, the CSWS measurements focused 
on seven domains hypothesized to be important for self-esteem: appearance, others’ approval, 
competition, academics, family support, God’s love, and virtue. This seven-factor data was 
found relevant, valid, and consistent to use across different genders and ethnicities (Crocker et 
al., 2003). However, the following research involved a modified scale that did not include all the 
factors, specifically the difficulty for measuring God’s love. 
 
Motivation at Work Scale. 
Table 2: The Motivation at Work Scale (MAWS) 
Intrins1 Because I enjoy this work very much 
Intrins2 Because I have fun doing my job 
Intrins3 For the moments of pleasure that this job brings me 
Ident1 I chose this job because it allows me to reach my life goals 
Ident2 Because this job fulfills my career plans 
Ident3 Because this job fits my personal values 
Intro1 Because I have to be the best in my job, I have to be a “winner” 
Intro2 Because my work is my life and I don’t want to fail 
Intro3 Because my reputation depends on it 
Ext1 Because this job affords me a certain standard of living 
Ext2 Because it allows me to make a lot of money 
Ext3 I do this job for the paycheck 
 
Note. Adapted from “The Motivation at Work Scale: Validation Evidence in Two Languages,” 
by Gagné et al., 2011, Educational and Psychological Measurement, 70(4), p. 641-642. 




Contingencies of Self-Worth Scale. Using the Contingencies of Self-Worth Scale 
(CSWS) with responses labeled from 1 (strongly disagree) to 7 (strongly agree), this research 
determined the level of self-esteem for each teacher. More points relate to higher self-esteem 
(Crocker et al., 2003).  
 
Table 3: The Contingencies of Self-Worth (CSWS) Items  
ITEM 
Others’ Approval 
I don’t care what other people think of me 
What others think of me has no effect on what I think about myself 
I don’t care if other people have a negative opinion about me 
My self-esteem depends on the opinions others hold of me 
I can’t respect myself if others don’t respect me 
Appearance 
My self-esteem does not depend on whether or not I feel attractive 
My self-esteem is influenced by how attractive I think my face or facial features are 
My sense of self-worth suffers whenever I think I don’t look good 
My self-esteem is unrelated to how I feel about the way my body looks 
When I think I look attractive, I feel good about myself 
Competition 
Doing better than others gives me a sense of self-respect 
Knowing that I am better than others on a task raises my self-esteem 
My self-worth is affected by how well I do when I am competing with others 
My self-worth is influenced by how well I do on competitive tasks 
I feel worthwhile when I perform better than others on a task or skill 
Academic Competence 
My self-esteem is influenced by my academic performance 
I feel better about myself when I know I’m doing well academically 
Doing well in school gives me a sense of self-respect 
I feel bad about myself whenever my academic performance is lacking 
My opinion about myself isn’t tied to how well I do in school 
Family Support 
It is important to my self-respect that I have a family that cares about me 
When my family members are proud of me, my sense of self-worth increases 
Knowing that my family members love me makes me feel good about myself 
When I don’t feel loved by my family, my self-esteem goes down 
My self-worth is not influenced by the quality of my relationships with my family members 
Virtue 
My self-esteem depends on whether or not I follow my moral/ethical principles 
My self-esteem would suffer if I did something unethical 
I couldn’t respect myself if I didn’t live up to a moral code 
Whenever I follow my moral principles, my sense of self-respect gets a boost 
Doing something I know is wrong makes me lose my self-respect 
God’s love 
My self-esteem goes up when I feel that God loves me 




Table 3 (cont.) 
My self-esteem would suffer if I didn’t have God’s love 
My self-worth is based on God’s love 
When I think that I’m disobeying God, I feel bad about myself 
 
Note. Adapted from “Contingencies of self-worth in college students: Theory and measurement,” 
by Crocker et al., 2003, Journal of Personality and Social Psychology, 85(5), p. 899. Copyright 
2010 by American Psychological Association. 
 
Self-Efficacy Theory 
Sciuchetti and Yssel’s (2019) research documented that self-efficacy and the individual’s 
perceived ability to implement behavior necessary to achieve a specific outcome despite external 
factors influenced a teacher’s classroom performance. Flynn and Chow’s (2017) research 
indicated that higher measures of self-efficacy correlated with fewer symptoms of stress and 
depression. In addition, Flynn and Chow claimed that high self-efficacy also created feelings of 
calmness while approaching difficult tasks, because high self-efficacy led to higher levels of 
accomplishment.  
Bosscher and Smit (1998) defined self-efficacy as the belief of a person in their ability to 
execute certain behaviors that are necessary to produce a given accomplishment. Bosscher and 
Smit conducted a confirmatory factor analysis of the general self-efficacy scale (SES) and the 
results generally supported the 3-factor model, but they used a 12-item version since five items 
were excluded due to low item-rest correlations and ambiguous wording. 
According to Chen et al. (2001), the SES measures have low content validity and 
multidimensionality, even though the SES scale has high internal consistency reliability and 
predictive validity. Chen et al.’s study suggested the SES scale has low reliability, and the test-




for predictive validity, but many findings cast doubt on the scale’s validity due to failed 
predictions in other studies. Most importantly, Chen et al. (2001) claimed a problem with the 
SES scale is the multidimensionality and that behavior initiation, persistence, and effort are not 
self-efficacy, but rather its consequences. As a result, they developed a New General Self-
Efficacy Scale (NGSES) that demonstrated high reliability and predicted specific self-efficacy. 
Chen et al. argued that the NGSES is a short but valid tool for organizations. They found self-
efficacy predicted job attitudes and other work-related outcomes. Chen et al. did emphasize that 
SES is a valuable resource because it identifies employees’ work motivation throughout stressful 
demands and rapidly changing circumstances. Chen et al. (2001) claimed that one frequent 
failure of SES is its ability to predict behavior in previous research. 
Bandura and Bandura (2006) found that perceived self-efficacy is a person’s beliefs in 
their capability to produce achievements. They claimed the efficacy belief system is a set of self-
beliefs linked to distinct levels of functioning. Bandura and Bandura (2006) found the same 
perceived efficacy could occur if skills in dissimilar domains developed together in a socially 
structured environment. Their studies suggested that self-efficacy is a perceived capability; 
therefore, efficacy items on a scale should be in terms of can do rather than will do. Moreover, 
they distinguished between self-efficacy and self-esteem. Self-efficacy is a judgment of an 
individual’s capability to execute given types of performances, and self-esteem is a judgment of 
an individual’s self-worth (Bandura & Bandura, n.d.). Most importantly, they claimed that 
efficacy beliefs influence the amount of effort an individual puts forth in given endeavors, the 





Bandura and Bandura (2006) suggested that self-efficacy scales measure against 
perceived self-efficacy levels of task demands representing various degrees of difficulty or 
impediments to performing successfully. Bandura and Bandura recommended a 100-point scale 
ranging in 10-unit intervals from 0 (cannot do) to 100 (highly certain can do). They 
recommended avoiding scales that only use a few steps because they are less sensitive and 
reliable. They claimed that too few steps loses differentiated information, and larger scales are a 
stronger predictor of performance. Bandura and Bandura (2006) also recommended privately 
recording self-efficacy, using a nondescript title such as “Appraisal Inventory,” and informing 
the subjects the knowledge the research provides will guide the development of programs 
designed to help manage life situations. 
Lastly, Bandura and Bandura (2006) suggested the Teacher Self-Efficacy Scale for 
measuring self-efficacy since it is designed to gain a better understanding of the kinds of things 
creating difficulties for teachers in their schools. The following research will use a modified 
teacher self-efficacy scale. 
 
Self-Efficacy Scale. The Self-Efficacy Scale (SES) measures generalized expectations 
dependent on past experiences and tendencies to attribute success to skill versus change (Sherer 









Table 4: Self-Efficacy Scale (SES) Factors 
Self-Efficacy Scale 
Factor 1. General Self-efficacy  
When I make plans, I am certain I can make them work  
One of my problems is that I cannot get down to work when I should  
If I can’t do a job the first time, I keep trying until I can  
When I set important goals for myself, I rarely achieve them  
I give up on things before completing them  
I avoid facing difficulties  
If something looks too complicated, I will not even bother to try it  
When I have something unpleasant to do, I stick to it until I finish it  
When I decide to do something, I go right to work on it  
When trying to learn something new, I soon give up if I am not initially successful  
When unexpected problems occur, I don’t handle them well  
I avoid trying to learn new things when they look too difficult for me  
Failure just makes me try harder  
I feel insecure about my ability to do things  
I am a self-reliant person  
I give up easily  
I do not seem capable of dealing with most problems that come up in life  
Factor 2. Social Self-efficacy  
It is difficult for me to make new friends  
If I see someone I would like to meet, I go to that person instead of waiting for him or her to come to 
me 
 
If I meet someone interesting who is hard to make friends with, I’ll soon stop trying to make friends 
with that person 
 
When I’m trying to become friends with someone who seems uninterested at first, I don’t give up 
easily 
 
I do not handle myself well in social gatherings  
I have acquired my friends through my personal abilities at making friends  
 
Note. Adapted from “The self-efficacy scale: Construction and validation,” by Sherer et al., 







Table 5: New General Self-Efficacy Scale (SES) Factors 
New General Self-Efficacy Scale 
1. I will be able to achieve the most of the goals that I have set for myself. 
2. When facing difficult tasks, I am certain that I will accomplish them. 
3. In general, I think that I can obtain outcomes that are important to me. 
4. I believe I can succeed at most any endeavor to which I set my mind. 
5. I will be able to successfully overcome many challenges. 
6. I am confident that I can perform effectively on many different tasks. 
7. Compared to other people, I can do more tasks very well. 
8. Even when things are tough, I can perform quite well. 
 
Note. Adapted from “Validation of a new general self-efficacy scale,” by Chen et al., 2001, 
Organizational Research Methods, 4(1), p. 79. Copyright 2001 by SAGE Publications. 
 
Table 6: Teacher Self-Efficacy Scale (SES) Factors  
Rate your degree of confidence by recording a number from 0 to 100 using the scale given 
below: 
0 10 20 30 40 50 60 70 80 90 100 
 Cannot     Moderately    Highly certain 
 do at all                can do                 can do 
Teacher Self-Efficacy Scale 
Efficacy to Influence Decision Making Confidence 
(0-100) 
Influence the decisions that are made in the school  
Express my views freely on important school matters  
Get the instructional materials and equipment I need  
Instructional Self-Efficacy  
Get through to the most difficult steps  
Get students to learn when there is a lack of support from the home  
Keep students on task on difficult assignments  
Increase students’ memory of what they have been taught in previous lessons  
Motivate students who show low interest in schoolwork  
Get students to work well together  
Overcome the influence of adverse community conditions on students’ learning  
Get children to do their homework  




Table 6 (cont.) 
Teacher Self-Efficacy Scale 
Get children to follow classroom rules  
Control disruptive behavior in the classroom  
Prevent the problem behavior on the school grounds  
Efficacy to Enlist Parental Involvement  
Get parents to become involved in school activities  
Assist parents in helping their children do well in school  
Make parents feel comfortable coming to school  
Efficacy to Enlist Community Involvement  
Get community groups involved in working with the school  
Get businesses involved in working with the school  
Get local colleges and universities involved in working with the school  
Efficacy to Create a Positive School Climate  
Make the school a safe place  
Make students enjoy coming to school  
Get students to trust teachers  
Help other teachers with their teaching skills  
Increase collaboration between teachers and the administration to make the school run 
effectively 
 
Reduce school dropout  
Reduce school absenteeism  
Get students to believe they can do well in school work  
 
Note. Adapted from “Guide for Constructing Self-Efficacy Scales,” by Bandura & Bandura, 
2006, Self-Efficacy Beliefs of Adolescents, p. 328. Copyright 2005 by Information Age 
Publishing.  
 
Social Learning Theory and Team Psychological Safety  
According to McHoskey (1999), and in the context of Adler’s (1964) theory, social 
interest is necessary to adjust and cope with the major challenges of life. McHoskey found that 
social interest is positively associated with intrinsic goals. Edmondson (1999) defined the 
construct of team psychological safety as a shared belief held by the members that the team is 
safe to take individual risks. Edmondson argued that a growing reliance on teams in changing 




that much organizational learning research has relied on qualitative studies, but these studies do 
not allow for explicit hypothesis testing. Edmondson also claimed that many team studies have 
used large quantitative data but never examined the consequences of learning behavior. She 
suggested examples of learning behavior, including seeking feedback, asking for help, sharing 
information, experimenting, and talking about errors. She acknowledged that in some 
environments, people do ask for help, admit errors, and discuss problems if the career and 
interpersonal threat is sufficiently low. Edmondson’s (1999) model (see Figure 10) prescribes 
that team psychological safety should facilitate learning behavior because it alleviates concern 
about others’ reactions and members feel respected and confident that they are trusted and more 
willing to speak up. 
 
 
Figure 10: Model of work-team learning  
Note. Adapted from “Psychological Safety and Learning Behavior in Work Teams,” by A. 






Edmondson’s (1999) study showed the construct of team psychological safety and 
understanding collective learning. Her data suggested that team psychological safety is beyond 
trust, and there is evidence of an interpersonal climate characterized by trust, respect, and care. 
Building trust is an important ingredient for creating a psychological safety climate. 
Brown and Leigh’s (1996) study suggested employee perceptions of an organization are 
related to the following factors: job involvement, effort, and performance. They defined 
psychological climate as how employees perceive the organizational environment and interpret 
those aspects in relation to their own well-being. Therefore, Brown and Leigh explained that 
psychological climate is an individual rather than an organizational attribute, which is measured 
in terms of individual perception. They claimed the following dimensions are indicative of 
psychological safety: supportive management, clarity, self-expression, contribution, recognition, 
and challenge. Brown and Leigh defined job involvement as a cognitive belief of psychological 
identification with one’s job. They suggested that job involvement is positively related to effort 
since the more individuals identify psychologically with their work, the more time and energy 
they will commit to work activities. Their Psychological Climate and Effort Measures (PCEM) 
asserts that a perceived psychologically safe environment is positively related to productivity 
directly through job involvement and indirectly through effort. 
Edmondson (n.d.) found massive differences across teams in people’s willingness to 
engage in behavior when the outcomes are uncertain and potentially harmful. She acknowledged 
that there is extensive literature on organizational culture and organizations’ need to reduce the 
anxiety people feel confronting uncertainty and ambiguity. She explained most people feel a 
need to minimize harm to their image and manage risk, especially around those who formally 




seen as incompetent, negative, ignorant, or disruptive. She further argued that psychological 
safety is essential to the foundation for effective learning in organizations. Her study claimed 
that the team leader can strengthen and shape the collective learning process by fostering 
psychological safety and setting goals. She purported that psychological safety does not imply a 
comfortable environment of close friends, nor does it suggest an absence of problems or 
pressure. She argued that psychological safety facilitates openness and freedom to engage in 
risky behaviors needed for learning. Therefore, Edmonson (n.d.) reported that the team leader’s 
actions and attitudes are important to the team learning process since the leader influences 
psychological safety, deliberately works on the structure of the learning process, and plays a role 
in shaping and communicating the team’s goals. Moreover, her research suggested that team 
leaders can reward excellence, stop poor performance, and embrace imperfections that are 
inevitable in times of change and uncertainty. Edmondson’s (n.d.) model (see Figure 11) 
suggests creating a climate of psychological safety that allows people to feel safe to take risks, 
while also setting high standards that require effort, challenging people out of their comfort zone 
in order to avoid complacency.  
 
 
Figure 11: Model of team learning process  
Note. Reprinted from “Managing the Risk of Learning: Psychological Safety in Work Teams,” 




Figure 11 (cont.) 
Handbook of Organizational Teamwork and Cooperative Working, p. 38. Copyright 2002 by 
International Handbook of Organizational Teamwork and Cooperative Working.  
 
Table 7: Psychological Climate and Effort Measures 
Psychological Climate and Effort Measures 
Psychological Climate Confidence 
(0-100) 
Supportive Management  
My boss is flexible about how I accomplish my job objectives  
My manager is supportive of my ideas and ways of getting things done  
My boss gives me the authority to do my job as I see fit 
 
 
I’m careful in taking responsibility because my boss is often critical of new ideas 
[reverse scored] 
 
I can trust my boss to back me up on decisions I make in the field  
Role Clarity  
Management makes it perfectly clear how my job is to be done  
The amount of work responsibility and effort expected in my job is clearly defined  
The norms of performance in my department are well understood and communicated  
Contribution  
I feel very useful in my job  
Doing my job well really makes a difference  
I feel like a key member of the organization  
The work I do is very valuable to the organization  
Recognition  
I rarely feel my work is taken for granted  
My superiors generally appreciate the way I do my job  
The organization recognizes the significance of the contributions I make  
Self-Expression  
The feelings I express at work are my true feelings  
I feel free to be completely myself at work  
There are parts of myself that I am not free to express at work [reverse scored]  
It is okay to express my true feelings in this job  
Challenge  
My job is very challenging  
It takes all my resources to achieve m work objectives  
Effort Confidence 
(0-100) 




Table 7 (cont.)   
Other people know me by the long hours I keep 
 
Psychological Climate and Effort Measures 
My clients know I’m in the office early and always leave late  
Among my peers, I’m always the first to arrive and the last to leave  
Few of my peers put in more hours weekly than I do  
I put in more hours throughout the year than most of our salespeople do  
Work Intensity  
When there’s a job to be done, I devote all my energy to getting it done  
When I work, I do so with intensity  
I work at my full capacity in all of my job duties  
I strive as hard as I can to be successful in my work  
When I work, I really exert myself to the fullest  
 
Note. Adapted from “A New Look at Psychological Climate and Its Relationship to Job 
Involvement, Effort, and Performance,” by Brown & Leigh, 1996, Journal of Applied 
Psychology, 81(4), p. 367. Copyright 1996 by American Psychological Association.  
 
Table 8: Perceived Collective Family Efficacy 
Rate your degree of confidence by recording a number from 0 to 100 using the scale given 
below: 
0 10 20 30 40 50 60 70 80 90 100 
 Cannot     Moderately    Highly certain 
 do at all                             can do    can do 
Perceived Collective Family Efficacy 
How well, working together as a whole, can your family: Confidence 
(0-100) 
Set aside leisure time with each other when other things press for attention  
Agree to decisions that require giving up personal interests  
Resolve conflicts when family members feel they are not being treated fairly  
Prevent family disagreements from turning into heated arguments  
Get family members to share household responsibilities  
Support each other in times of stress  
Bounce back quickly from adverse experiences  




Table 8 (cont.)  
Build respect for each other’s particular interests  
Help each other work with demands 
Perceived Collective Family Efficacy 
Get family members to carry out their responsibilities when they neglect them  
Build trust in each other  
Figure out what choices to make when the family faces important decisions  
Find community resources and make good use of them for the family  
Get the family to keep close ties to their larger family  
Celebrate family traditions even in difficult times  
Serve as good example for the community  
Remain confident during difficult times  
Accept each member’s need for independence  
Cooperate with schools to improve their educational practices  
Note. Adapted from “Guide for Constructing Self-efficacy Scales,” by Bandura & Bandura, 




This research’s underlying epistemology was to determine whether the developed 
resource guide for an instructional coach enhances team performance. This project studied the 
impact of coaching techniques on education based on teachers’ constructive feedback and 
recommended modifications. The resource guide provided a standardized intervention for 
instructional coaches to introduce teacher responsibility to increase psychological safety and 
resilience. This research was limited to a case study focused on specific tasks with fidelity of 
implementation. The research was limited to the instructional coaching interventions defined in 
the resource guide, and the researcher only analyzed the coaching activities and engagement. The 
quantitative and qualitative survey results did not contain evaluations of the instructional coaches 
or the teachers. Lastly, this research was limited to participants who completed both surveys and 





Theoretical Concept Summary  
The research required the instructional coach to introduce responsibilities to teachers in 
order to understand the impact of the theoretical model in Figure 12. 
 
 
Figure 12: Theoretical model with change to independent variable 
 
In order to create the instructional coach intervention, the researcher modified Ratnawat 
and Jha’s (2014) Occupational Stress Inducer (OSI) Scale and identified key occupational 






Table 9: Occupational Stress Inducer Categories  
OSI Category I Intrinsic to job/ Contextual factors 
1 Too much work/ Work load pressure 
2 Too less work 
3 Time pressures/ Deadlines 
4 Poor working conditions/ Physical agents 
5 Mistakes 
6 Too many decisions 
7 Long working hours 
8 Reward structure 
9 Performance structure 
OSI Category II Role in the Organizations 
10 Role ambiguity/ Lack of role clarity 
11 Role conflict 
12 Too little responsibility 
Table 9 (cont.) 
13 No/less/lack of participation in decision making 
14 Lack of managerial support/ support at work 
15 Job insecurity/ Job instability 
OSI Category III Career Factors 
16 Under promotion 
17 Fear of retirement 
18 Thwarted ambition 
19 Sense of being trapped 
20 Over promotion 
OSI Category IV Organizational climate 
21 Organizational structure 
22 Lack of communication 
23 Restrictions on behavior 
24 Uncertainty 
25 Office politics 
26 Loss of identity 
27 Lack of sense of belonging 
OSI Category V Relationships in organization 
28 Poor relations with boss 
29 Poor relations with colleagues 
30 Personality conflict 
31 Delegation difficulty 
OSI Category VI Intrinsic to individuals/ Personality factors 
32 Inability to cope with change 
33 Interpersonal problems 
34 Lack of insight into own stressors 
35 Fear of moving of our expertise 





Using the quantitative scales above, the researcher aligned the scales with the associated theories 




Figure 13: Aligned measurable scales with associated theories 
 
The researcher further cross-referenced the scales with their respective theories and terms 
(e.g., competence, belonging, usefulness, potency, optimism) identified to build resiliency. 
According to this analysis, the researcher created a modified scale using CSWS, TSES, and 
PCEM to quantitatively measure the respective concepts (see Appendix A: Modified Appraisal 
Account). The researcher used these specific surveys to develop open-ended research questions 
(see Appendix B: Appraisal Account Questionnaire) to qualitatively measure these concepts and 
use triangulation to validate the findings. Figure 14 provides a model overview for the required 






Figure 14: Model overview to align concepts, theory, and scale measurements to the research 
plan 
 
Methodology Plan  
Overview 
This dissertation’s genre is a mixed methods exploration of a theoretical framework. The 
researcher used quantitative and qualitative surveys to measure three separate theories associated 
with psychological safety, resilience, and team performance. Since resiliency is developed over 
time, the researcher provided a pre and postsurvey to better identify the impact that introduced 
responsibility has on teachers. In addition, the researcher modified the Occupational Stress 
Inducer to identify the instructional coach’s intervention. Figure 15 highlights the various scales 







Figure 15: Provides alignment to various measurements to conduct research plan 
 
Figure 16 is a model that incorporates the independent variable-introduced responsibility. 
 
Figure 16: Theoretical model with change to independent variable 
 
The projected outcome of this study was to better understand the impact introduced 
responsibility has on developing resiliency and psychological safety in a high school and 




coaching techniques on education based on teachers’ constructive feedback and recommended 
modifications to the resource guide.  
Mixed Methods Study 
Creswell (2009) suggested that the combination of both quantitative and qualitative 
approaches has gained popularity. Feilzer (2010) described mixed methods research as being 
hailed as a response to the long-lasting debate on the differences between quantitative and 
qualitative research. Mixed methods research utilizes the strengths of quantitative and qualitative 
research since more insight is gained from implementing both (Creswell, 2009). Feilzer found 
little arguments appeared between researchers among the constructed framework for mixed 
methods research. However, Johnson et al.’s (2007) research indicated that mixed methods 
research is recognized as the third research approach since it is increasingly attached to research 
practice. 
Johnson et al. (2007) claimed that mixed methods research is an approach to knowledge 
that gains multiple perspectives, positions, standpoints, and viewpoints. It is a synthesis that 
includes findings from quantitative and qualitative research (Johnson et al., 2007). After 
researching 19 definitions for mixed method research, Johnson et al. (2007) defined mixed 
methods research as a researcher or team of researchers combining quantitative and qualitative 
approaches for the broad purpose of understanding and corroboration. Johnson et al. (2007) 







Figure 17: Model of team learning process 
Note. Reprinted from “Toward a Definition of Mixed Methods Research,” by Johnson et al., 
2007, Journal of Mixed Methods Research, 1(2), p. 124. Copyright 2007 by SAGE Publications.  
 
Quantitative. Hartman et al. (1985) claimed survey research is an inquiry process and 
researchers collect quantifiable data from a defined sample primarily through interviews or 
questionnaires. Hartman et al. suggested that survey methods allow for a larger number of 
subjects across a geographical area with minimal expense. Feilzer (2010) argued that large-scale 
questionnaires are often favored for quantitative research methods since they provide precise and 
unambiguous data. However, Roberts and Allen (2015) claimed that while online surveys are 
increasing in educational research, ethical issues are rarely focused on. Roberts and Allen further 
asserted that web surveying has relatively low response rates, high nonresponse rates, and unique 
ethical considerations. These unique ethical considerations include fully informing participants, 




(Roberts & Allen, 2015). Moreover, Roberts and Allen found that data collection using online 
surveys has the potential for people to respond multiple times to the same survey. 
Qualitative. Cassell and Symon (2004) claimed the interview remains the most common 
method of data collection in qualitative research. They stated that the recommended texts should 
deepen the knowledge and relevance of the work. Fairclough (2003) described text as a transcript 
of what is said during a face-to-face conversation. He argued that one can see meaning-making 
to a degree based on analyzing how participants respond to various questions. His research 
indicated that there are three analytical elements that encompass the process of meaning-making: 
production of text, the text, and the response of text. Furthermore, he asserted that the reception 
of text places more focus on the interpretation from the participants. Therefore, Fairclough 
emphasized two primary types of exchange in dialogue: knowledge exchange and activity 
exchange. He defined knowledge exchange as the exchange of information, giving information, 
stating facts, and making claims. Fairclough defined activity exchange as the focus on the 
activity and the ability for someone to do something or get others to do something. As a result, 
he defined the exchange as turns or moves between the researcher and interviewee. 
Cassell and Symon (2004) found that the goal of any qualitative research interview is to 
understand how and why the interviewee has a particular perspective around the research topic. 
Cassell and Symon also found that a key feature of the qualitative research interview is the 
relationship between the interviewer and interviewee. Therefore, they suggested using structured 
interviews to obtain accurate information untainted by relationship factors, which also minimizes 
the impact of the interpersonal processes. Cassell and Symon emphasized that qualitative 
research interviews vary in length, questioning, style, and participant numbers, but most are 




accuracy of interviewees’ accounts and recommended that interview findings are compared with 
quantitative survey data.  
DeCino and Waalkes (2019) recommended member checks to strengthen credibility in 
qualitative research. DeCino and Waalkes defined member checks as respondent validations and 
believed they are the most important technique for establishing credibility. DeCino and Waalkes 
argued that member checks are widely used but underdeveloped in terms of design and 
implementation. DeCino and Waalkes suggested the researcher summarizes, clarifies, discusses, 
and elaborates the findings during data analysis with the participant. DeCino and Waalkes found 
that member checks assure accuracy and reduce misinterpretations. However, Thomas (2017) 
found that member checks did not enhance trustworthiness or credibility in qualitative research. 
Most importantly, Cassell and Symon (2004) suggested realist interviews are more structured 
since they need to ensure that different participants’ accounts and data types are systematically 
compared. 
 
Mixed. Due to the strengths and weaknesses of quantitative and qualitative research, 
Creswell’s (2009) research named several journals that emphasized mixed methods research and 
encouraged this form of inquiry. He emphasized that since mixed method studies are relatively 
new, the challenges associated with this research are extensive data collection and time to 
analyze both numeric and text data.  
In planning, Creswell (2009) described four important aspects that influence the design: 
timing, weighting, mixing, and theorizing. While collecting data, timing addresses data 
sequentially or concurrently so either the quantitative or qualitative data can come first or they 




priority to quantitative or qualitative research, or the weight could be equal. He further 
emphasized that mixing allows qualitative and quantitative data to merge, remain separated, or 
be combined during any phase. Lastly, Creswell (2009) purported that theorizing provides an 
overarching perspective for bringing frameworks and hunches to inquiries. He suggested Figure 
18 as a tool to better understand the interrelation of these four aspects influencing research 




Figure 18: Aspects to consider in planning a mixed methods design 
Note. Reprinted from Research Design: Qualitative, Quantitative, and Mixed Methods 
Approaches (3rd ed.) by Creswell, 2009, p. 207. Copyright 2009 by SAGE Publications. 
 
Creswell (2009) explained that a mixed method study may be equally emphasized or one 




for mixed methods design (e.g., explanatory, exploratory, transformative), the researcher will 
focus on the concurrent triangulation strategy.  
According to Creswell (2009), the concurrent triangulation approach allows the 
researcher to collect both qualitative and quantitative data at the same time and then compare the 
two data sets. Johnson et al. (2007) reported that Campbell and Fiske (1959) introduced 
triangulation as a validation process to ensure that the explained variance is a result of the trait 
and not the quantitative or qualitative method. Carter et al. (2014) found that triangulation was 
not only the use of multiple methods to develop a comprehensive understanding of the research, 
but it was also a way to test validity in qualitative research. Johnson et al.’s (2007) research 
highlighted two types of methodological triangulation: simultaneous and sequential. Creswell 
(2009) suggested that the concurrent triangulation approach is ideal for equal weighting and 
advantageous since it can result in well-validated and proven findings. Most importantly, 
Creswell (2009) offered that concurrent data collection results in a shorter data collection period, 
but the model is limited since it requires great effort and expertise to study two separate methods. 
Carter et al. (2014) found that triangulation could bring confirmation of findings and different 
perspectives to the research. However, Carter et al. (2014) also suggested that the researcher 
performing data triangulation consider the threat towards trustworthiness. The researcher must 
analyze data separately, synthesize similarities and differences, and conclude how the different 
methods impacted the results. Creswell (2009) also described the concurrent embedded strategy, 
used for giving less priority to a secondary method (qualitative or quantitative). This strategy is 
limited since the data needs to be transformed in some way within the analysis phase. If 
discrepancies occur, they need to be resolved. Lastly, Creswell (2009) recommended the 




conceptual framework, or participatory research. The following research seeks to use concurrent 
triangulation to explicitly bring the theories and framework to inquiry. Creswell (2009) 
suggested Figure 19 to help guide the concurrent selection for research. 
 
Figure 19: Concurrent designs 
Note. Reprinted from Research Design: Qualitative, Quantitative, and Mixed Methods 
Approaches (3rd ed.) by Creswell, 2009, p. 210. Copyright 2009 by SAGE Publications. 
 
Strengths and Limitations. Carter et al. (2014) found that mixing methods allowed for 
different perspectives, increased participation, and increased validity through triangulation. 
Carter et al. also suggested that mixed methods allows for a variety of strategies to ensure data 
dependability, such as member checking, triangulation, and debriefing. In addition, Hartman et 
al. (1985) suggested that quantitative surveys offer greater validity through more representative 
samples. However, Hartman et al. pointed out the major disadvantage of a survey is the 
nonresponse bias.  
Hartman et al. (1985) asserted that the obtained response rate to a survey is rarely 100%, 
and the primary concern associated with nonresponse bias is the validity of the obtained results. 
In addition, Hartman et al. also recognized response error as a limitation to the survey for 




nonresponse bias by offering compensation or other form of incentive, resampling a sample of 
the nonrespondents, and determining if there is a significant difference between the two groups. 
If so, the obtained results for respondents must undergo correction.  
Cassell and Symon (2004) highlighted the advantages of qualitative research, specifically 
the ability for the interview to tackle different types of research questions since it is the most 
flexible method available. Qualitative interviews can be focused or can examine broader issues 
(Cassell & Symon, 2004). Cassell and Symon acknowledged that most research participants are 
familiar with interviews and readily accept them. However, Fairclough (2003) found it is 
difficult to be precise in meaning-making unless there is enough dialogue and evidence of how 
the response is intended to be interpreted. Fairclough further emphasized that textual analysis is a 
significant resource for legitimizing research. Therefore, this research focused interview 
questions in the form of an open-ended text question survey. These open-ended text questions 
were cross-referenced with instructional coach journal entries and unstructured interviews. 
Cassell and Symon (2004) recognized that qualitative research interviews are not based 
on a formal set of questions, but topics covered depend on the interview approach. Cassell and 
Symon also found that gathering a large volume of cases could not guarantee the credibility of 
the study since the researcher can never define all possible readings of texts. In addition, 
Fairclough (2003) found that interpretation can be a complex process, especially as it relates to 
understanding the meaning of long texts or judging whether someone is saying something true or 
not. Cassell and Symon emphasized that inexperienced qualitative researchers tend to 
underestimate the time needed to conduct the study and analyze the transcripts. Carter et al. 
(2014) agreed that considerable time and effort is needed to conduct the interview, transcribe the 




involvement in text meaning-making, and the causal effects of texts. In order to remove this 
weakness, the researcher will use a qualitative survey that provides for open-text and cross-
referencing with instructional coach journal entries.  
Carter et al. (2014) proposed that mixed methods research is limited to participants who 
can participate in both methods, which may narrow the eligible participants. Feilzer (2010) 
recognized that limiting research to only surveys restricts the value, but in-depth interviews helps 
overcome the inherent problems in interpreting one-dimensional survey research.  
Feilzer (2010) suggested that mixed methods researchers are struggling with integration. 
Feilzer found that mixed methods research needs researchers who have the ability to analyze 
“soft” data and do the “number crunching.” In addition, Cassell and Symon (2004) claimed that a 
researcher may feel overloaded with data produced by the study. This research will address these 
concerns in the following matter: 
1. Structured online survey: maximize participants through various communication 
methods. The researcheraddressed nonresponse bias by surveying a sample and 
comparing results. 
2. Open-text survey: the researcher cross-referenced this with instructional coach journal 
entries and unstructured interviews to address text analysis and meaning-making. 
3. Concurrent triangulation: addressed validity of the mixed method research 
 
Validation. Creswell (2009) explained that validity issues in mixed methods research may 
relate to the respective strategies, such as sample selection, size, bias in data collection, follow 
up on contradictory results, or conflicting research questions. Feilzer (2010) further suggested 




potentially questions the validity of the questions and qualifying answers. Unwanted noise is the 
number of comments scribbled onto the survey, the unwillingness to complete the survey, or the 
skipped survey questions (Feilzer, 2010). As a result, Feilzer suggested that using qualitative 
data would provide more reflections on the limitations of the survey.  
Feilzer (2010) suggested combining quantitative surveys with in-depth interviews 
facilitated the interpretation of data sets and resulted in a multidimensional perspective since 
triangulation made it possible to reflect on the added value of using both research methods. 
As a result, the validity of the following research was tested three-fold. The quantitative data was 
valid since it allowed more participants to complete the survey. The qualitative data was valid 
due to cross-referencing it with the instructional coach entries and unstructured interviews. The 
mixed method study was validated through triangulation.  
Therefore, the mixed method design addressed the research question on whether 
instructional coaches can change culture and improve team performance by increasing 
psychological safety and resiliency with their teachers through intervention and introduced 
teacher responsibility.  
 
Context 
The researcher used a private high school in the Midwest. The school’s board of directors 
provided permission to conduct this research. The target site is a coeducational college 
preparatory high school whose mission is to develop courageous leaders through problem 
solving and discovery in a diverse community centered on God and the pursuit of excellence in 
academics and athletics. At the time data was collected, the high school had 740 students: 69% 




Islander, and 7% two or more races identified. In addition, the school had 77 employees: 57% 
male and 43% female. It had 44 teachers and 7 individuals on the Academic Leadership Team. 
The vision of the school has been to attain sustainable growth and achieve national recognition 
for their nontraditional, project-based learning curriculum. In short, the school leadership has 
wanted to achieve excellence for all, both teachers and students. As a result, the school went 
through a recent culture change and introduced three instructional coaches that each have 14-15 
teachers. These instructional coaches were interviewed for their positions and received a stipend 
for conducting their specific roles in the school. The researcher focused on the mixed methods 
measurements for psychological safety, individual resiliency, and team performance by 
surveying the teachers and instructional coaches at the high school, cross-referencing 
instructional coaching journals, and completing unstructured interviews with the instructional 
coaches. 
 
Data Collection. Cassell and Symon (2004) recommended creating the interview guide 
to list topics the interviewer should attempt to cover in the interview and suggest probing 
questions. Morever, Cassell and Symon suggested that realist interview guides tend to be more 
structured. The researcher used this understanding to create a resource guide for the instructional 
coach to use since it provides implementation fidelity and specifically documents interventions. 
In addition, the researcher included the instructional coaches documenting their process with 
journal entries and unstructured interviews at the conclusion of nearly every step. 
The researcher recruited every full-time, in-person teacher and instructional coach from 
the target site, and gave them the opportunity to complete the surveys. The researcher made clear 




surveys at the beginning and end of the study. At any point, the teachers or instructional coaches 
could drop from the research with no questions asked. The target site had 44 individuals who 
were able to participate in this study, and the researcher expected at least 20 to participate in the 
surveys.  
The mixed methods research followed a no-sequence, equal-weighting, integrated-
mixing, and explicit-theorizing process throughout the data collection period. The researcher 
used concurrent triangulation since the research was limited by time—data was collected for 
approximately 7 weeks. The researcher used embedded, open-text surveys, instructional 
coaching journals, and unstructured interviews to complete a mixed methods analysis.  
The measurements allowed the researcher to better understand the impact of instructional 
coaching interventions on psychological safety, individual resiliency, and team performance. 
Teachers and instructional coaches filled out volunteer surveys that remained anonymous. The 
researcher provided a pre and postsurvey to measure constructive feedback over a period of time. 
The research used Appendix A: Modified Appraisal Account and Appendix B: Appraisal 
Account Questionnaire to complete the mixed methods study. In addition, the researcher used 
Appendix C: Resource Guide as the step-by-step documentation for the instructional coach 
interventions required to introduce responsibility on the teachers.  
The data came from two surveys conducted with teachers and instructional coaches at the 
target school at the beginning and end of the research timeline. Using mixed methods analysis, 
the survey results provided constructive feedback regarding the implemented instructional 
coaching practices. These surveys were cross-referenced with instructional coach journal entries 
and unstructured interviews. Specifically, this research provided data related to the impact of 




levels and qualitatively receiving constructive feedback on the respective coaching interventions. 
Based on the mixed methods survey results, the study revealed whether effective coaching 
techniques increased the level of confidence and will to perform in the face of adversity. Lastly, 
the study informed whether the target school should continue to incorporate instructional 
coaching techniques into job-embedded training based on the effectiveness of the resource guide. 
After full analysis and following the appropriate protocols for administering these surveys, the 
study determined if introducing responsibility by instructional coaches increased individual 
resiliency and psychological safety.   
The validity of the surveys was sound since the research used triangulation with 
quantitative and qualitative analysis, including cross-referencing instructional coaching journals 
and unstructured interviews. The study was conducted by a senior-level, insider researcher, so 
there were concerns that teachers or the instructional coaches would not remain 100% candid 
during the surveys. It was possible that teachers perceived this study as a possible assessment 
and selected survey answers that would provide the best possible response for work performance. 
Due to this hesitancy, the researcher remained as transparent as possible while conducting this 
research so every teacher and instructional coach would better understand the benefits and 
outcomes expected from this research. 
 
Timeline. The resource guide provided seven steps that required 7 weeks to implement. 










Data Analysis. Creswell (2009) asserted that analysis occurs within qualitative and 
quantitative approaches. Creswell (2009) analyzed the qualitative approach for the description 
and thematic text, and the quantitative approach for the descriptive and inferential numerics 
(Creswell, 2009). In order to transform the data in a concurrent strategy, Creswell suggested 
creating codes and themes qualitatively and then counting the number of times they occur within 
the quantitative results. In order to check the validity and reliability, Creswell suggested the 
triangulation of data sources and member checking. Creswell (2009) suggested that data analysis 
involves data transformation, examining multiple levels, exploring outliers, or creating matrices 
to combine the results and findings from the quantitative and qualitative studies. 
The researcher used the sentiment analysis feature provided in SurveyMonkey®. 
Sentiment analysis uses natural language processing and machine learning to read through open-
ended questions and categorizes responses as positive, neutral, or negative. SurveyMonkey® 
then shows the distribution of these categories in order to better understand how the respondents 
feel about each open-ended question (Sharifi, 2021). 
The researcher remained clear in writing and when conducting the research that there 
were concerns regarding power dynamics. This was a case study to determine the impact of 
instructional coaching practices, specifically, introducing responsibilities on teachers. Since this 
study is a normal step in future academic growth, the researcher did not place extra work on the 
participants. While the coaching interventions might be mandatory for teachers, their 
participation in the research was voluntary. Teachers were made aware they could opt out of the 
survey at any time. As the researcher reviewed each teacher survey, an analysis determined 
psychological safety, individual resiliency, and team performance. Based on the survey results, 




responsibility on teachers improved resiliency and psychological safety, which, in turn, improved 
team performance.  
Currently, this research is limited to schools that use instructional coaches. As a result, 
the researcher selected a single site. This research was limited to participants willing to complete 







CHAPTER 4: FINDINGS AND DISCUSSION 
 
Analysis and Findings 
The research was conducted at a high school in the Midwest. A 7-week study focused on 
three instructional coaches implementing a resource guide to 44 teachers. The resource guide 
incorporated effective coaching strategies that slowly introduced responsibilities to the teachers. 
There were seven steps that incorporated instructional coaching actions on a specific day. 
Instructional coaches created a journal in order to provide feedback on the guide protocols 
throughout each step.  
During the mixed methods research, 18 teachers, three instructional coaches, and one 
assistant principal participated in the research. In addition, weekly meetings and unstructured 
interviews occurred between the instructional coaches, assistant principal, and researcher. These 
meetings ensured fidelity of implementation and meaning-making throughout the research.  
The researcher used concurrent triangulation to analyze the quantitative and qualitative research 
separately before comparing the results. Specifically, section 4.1.1 focused on the analysis of the 
quantitative pre and postsurvey results. Section 4.1.2 shared the analysis of the qualitative pre 
and postsurvey results. Section 4.1.3 summarized the instructional coaching journals. Finally, 
section 4.2 compared the quantitative and qualitative data results. 
The purpose of the study was to analyze the impact of effective coaching strategies 
identified in the resource guide. Most importantly, this study produced a modified resource guide 
based on the constructive feedback from the participants. The goal was to observe the 
instructional coaches’ role and if such a resource guide resulted in change-oriented behavior by 




Using Figure 20, 100% of the participants completed the quantitative presurvey and answered 
100% of the questions. Over ninety-five percent (95.5%) of the participants completed the 
qualitative presurvey and answered 90% of the questions. 100% of the 78 quantitative presurvey 
questions were completed within an average time of 11 minutes. The qualitative presurvey had 
79 open-ended questions of which 39 were required. 90% of the questions were completed 
within an average time of 41 minutes for the presurvey. The postsurvey results included 18 
responses. Those 18 participants completed 100% of both quantitative and qualitative surveys. 
The quantitative survey remained at 11 minutes for completion time and the qualitative survey 
ranged from 41 minutes to 49 minutes. 
 
 
Figure 20: Survey responses  
 
It can be interpreted that although the number of responses decreased on the postsurvey, 
more time was spent providing feedback for each question. The researcher noted that 100% 
completed the required questions and nonresponse bias was a nonissue after reviewing Figure 21. 
All of the questions identified in the presurvey showed some level of response improvement 






Figure 21: Comparing numbers of questions skipped  
 
Presurvey and Postsurvey Results: Quantitative  
Participants used a scale of 0-100 when responding to the quantitative survey.  
 Degree of agreement: 0—do not agree, 50—moderately agree, 100—certainly agree 
 Degree of confidence: 0—cannot do at all, 50—moderately can do,100—highly certain 
can do 
In Figure 22, overall averages were calculated and compared for each theory based on the degree 
of agreement or the degree of confidence from the participating teachers. On the contingency of 
self-worth scale (CSWS), the presurvey average was 63.8% compared to the postsurvey average 
of 64.9%. It can be interpreted that the instructional coaching interventions slightly increased the 




scale (TSES), the presurvey average was 74.2% compared to the postsurvey average of 72.7%. It 
can be interpreted that that the instructional coaching interventions did not improve the 
confidence of an individual teacher because there was a 1.5% decrease in confidence. 
For the Psychological Climate and Effort Measures (PCEM), the presurvey average was 71.3% 
compared to the postsurvey average of 71.7%. It can be interpreted that the instructional 
coaching interventions slightly increased the psychological climate and effort measures in a 
teacher. 
The results from each theory indicate that introducing responsibility through effective 
coaching techniques does slightly increase the level of agreement with a teacher’s self-worth and 
psychological climate, but it also decreased the level of confidence in their self-efficacy. As a 




Figure 22: Comparisons for each theory 
 
Comparison Results: Contingency of Self-Worth Scale. Figure 23 compares presurvey 
averages to postsurvey averages for each domain highlighted in the Contingency of Self-Worth 
Scale (CSWS). The presurvey identified two domains that were at or below the average of 50% 
for teacher agreement: others’ approval (45.5%) and competition (50.5%). The postsurvey 




after applying the coaching interventions. However, while appearance and family support 
remained above average, there was a slight decrease in the degree of agreement from the 
teachers. Appearance decreased from 64.4% to 57.6% and family support decreased from 75.2% 
to 74.0%. 
The results open the interpretation that self-determination increased after instructional 
coaches introduced the resource guide because nearly each domain in the CSWS increased. 
While appearance showed a larger than average decrease, it can be interpreted that the research 
study provided more opportunities for self-reflection, which resulted in a more honest answer 
during the postsurvey. In addition, the resource guide provided more opportunities for team 
collaboration in Step 7 of Appendix C, which led to more teachers relying on their peers. As a 
result, teachers discovered through these coaching interventions that their self-esteem depends 
more on whether they feel attractive and how they feel about their bodies than what they initially 
thought. In addition, the results would then propose that psychological safety increased 









Additional analysis included the CSWS domains and their respective survey statements. 
Figure 24, statements on which the participants rated their degree of agreement, highlight any 
averages at or below 50% in red. In addition, this figure highlights any significant difference that 
decreased more than 5% in red. The presurvey indicates that according to the others’ approval 
domain (Statements 1 and 3), it was clear teachers do care what other people think of them 
(45.5%) and whether or not there is a negative opinion about them (39.1%). The presurvey also 
indicates that regarding the competition domain (Statements 7, 9, and 10), teachers do not agree 
they have to do better than others to gain self-respect or compete with others to gain self-worth. 
Lastly, Statement 16 on the presurvey on the family support domain suggests that teachers’ self-
worth is influenced by the quality of relationships they have with their family (34.5%). 
Regarding the postsurvey, Figure 23 revealed that the others’ approval domain and 
competition domain increased to 53.9% and 53.4% respectively. This discovery leads to the 
understanding that the strategies in the resource guide build self-determination within these 
identified domains. Figure 24 also identifies significant increases, which is considered greater 
than a 5% increase between the pre and postsurvey averages. Statements 1, 3, 7, 8 and 15 were 
all considered significant increases: “I don’t care what other people think of me” shifted from 
45.5% to 58.2%. “I don’t care if other people have a negative opinion about me” shifted from 
39.1% to 49.4%. “Doing better than others gives me a sense of self-respect” shifted from 47.7% 
to 58.2%. “Knowing that I am better than others on a task raises my self-esteem” shifted from 
53.2% to 61.2%. “When I don’t feel loved by my family, my self-esteem goes down” shifted 
from 67.7% to 72.9%. These significant increases reveal that the instructional coaching 
interventions, specifically Steps 4 and 5 in Appendix C, continued to emphasize the importance 




teachers’ new job-embedded task, reaffirmed their role as a teacher, and built a better 
relationship with their team. As a result, it can be inferred that teachers gained a better 
perspective around their expectations, what they were required to complete, and how they could 
leverage their relationship with their team. 
 
 
Figure 24: Comparison results: CSWS domain survey statements  
 
Comparison Results: Teacher Self-Efficacy Scale (TSES). Figure 25 compares 
presurvey averages to postsurvey averages for each domain highlighted in the TSES. In the 
presurvey, all domains were above average for teacher confidence. However, the lowest domain 
for the TSES is Influence Decision Making at 59.5%. Based on the responses to Statements 22 




that are made in the school (51.8%) or express their views freely on important school matters 
(56.4%).  
During the postsurvey, it was revealed that Statements 22 and 23 in Figure 26 decreased. 
Teachers moderately agreed that they could influence the decisions made in the school (50.6%) 
and teacher response dropped below average for feeling that they could express their views 
freely on important school matters (48.8%). Being able to express their views was a significant 
drop because it was greater than a 5%drop. Other significant drops include Statements 26, 41, 
42, 44, and 45. While teachers were confident they could get students to learn when there is a 
lack of support from home, their confidence dropped from 78.2% to 72.4% during this research 
study. Their confidence to get local colleges and universities involved in the school dropped 
from 60.9% to 55.3%. Their confidence to make the school a safe place dropped from 93.6% to 
84.1%. Their confidence to get students to trust teachers dropped from 96.4% to 87.6% and their 
confidence to help other teachers with their teaching skills dropped from 89.5% to 81.8%. It can 
be interpreted these drops resulted in the coaching intervention that focused on role clarity and 
job descriptions for teachers. In Step 1 of the resource guide found in Appendix C, the 
instructional coaches were required to clearly review all job descriptions with the teachers and 
outline their expectations. However, the discovery lends to reviewing the job descriptions, 
specifically the teachers’ role in making the school a safe place, getting students to trust teachers, 
and helping other teachers with teaching skills. Lastly, Statement 32 was identified as a 
significant increase because it had greater than a 5% increase. Teacher response shifted from 






Figure 25: Comparison results: TSES domains 
 
 





Comparison Results: Psychological Climate and Effort Measures. Figure 27 
compares presurvey averages to postsurvey averages for each domain highlighted in the 
Psychological Climate and Effort Measures (PCEM). In the presurvey, no domains were 
considered at or below average for teacher agreement. However, the lowest domain for the 
PCEM is Time Commitment at 56.3%. Based on the responses to Statements 71 in Figure 28, 
teachers moderately agree they are the first in the office and last to leave compared to their peers 
(50%). 
During the postsurvey, Figure 27 revealed many domains increased, but several domains 
decreased. A significant increase of greater than 5% shift included Role Clarity. Role Clarity 
shifted from 62.7% to 68.6%. Figure 28 highlights Statements 54, 55, and 56 for significant 
increases. Management makes it perfectly clear how my job is done increased from 63.6% to 
69.4%. The amount of work responsibility and effort expected in my job is clearly defined 
shifted from 61.4% to 66.5% and the norms of performance in my department are well 
understood and communicated increased from 63.2% to 70.0%. However, Figure 27 identified 
the domain Challenge with a significant decrease, shifting from 73.0 to 67.9. After reviewing 
Figure 28, Statements 67, 71 and 74 all had a significant decrease. “My job is very challenging” 
shifted from 77.7% to 70.0%. “Among my peers, I’m always the first to arrive and the last to 
leave” shifted from 50.0% to 43.5%, and “when there’s a job to be done, I devote all of my 
energy to getting it done” shifted from 83.6% to 78.2%. According to the resource guide in 
Appendix C, specifically, Steps 1, 2, and 4, teachers reviewed their role in the school, focused on 
the new job embedded task and timelines, and participated in constructive follow-up. It is 
inferred that as role clarity became better understood, the teachers’ response to challenge and 




as a result of the instructional coaches implementing the resource guide improved social learning 
and overall team performance.  
 
 






Figure 28: Comparison results: PCEM domain questions 
 
Presurvey and Postsurvey Results: Qualitative  
To transform the qualitative data into interpretive data, themes were identified and used 
as codes. Each teacher response created a message and that response was tagged with its 
respective theme using surveymonkey. A teacher could have multiple messages in their response, 
which resulted in multiple themes. Seven themes were identified- Relationship, Process, Student 




messages from the qualitative analysis. Figure 29 provides the appropriate responses for the 
identified themes. These themes were then counted for each question in order to determine the 
total percent of teachers who responded to the qualitative survey questions with the respective 
theme. During the presurvey qualitative analysis, 1,536 responses were counted and 1,289 
responses were tagged. In addition, the sentiment analysis included 1,145 responses. During the 
postsurvey qualitative analysis, 1,394 responses were counted and 1,215 responses were tagged. 
In addition, the sentiment analysis included 1,157 responses. Appendix E provides the raw count 
for each theory and the respected themes. Appendix F provides the raw count for the sentiment 
analysis. 
The result as indicated in Figure 29 align teacher messages to identified themes based on 
responses to the qualitative survey questions. Instructional coach and teacher relationships 
focused on communication, specifically being able to speak up and being heard. Relationships 
also focused on open and honest discussion, which include feedback, collaboration and support. 
Teachers also responded about the process of the instructional coaching model. The process 
should have a shared understanding and purpose, which is clearly defined by job descriptions, 
professional development and an action plan. The process should also incorporate recognition, 
evaluation, and the ability for teachers to influence the decision making process. Student Success 
focuses on student performance and growth with a learning environment that is community 
based and data driven. Job Satisfaction specifically focused on both intrinsic and extrinsic 
motivation. Job Satisfaction was an individual feeling of being valued and invested, but also 
being compensated and working for a school that is internationally and nationally recognized. 
Individual Success focused on teacher improvement, productivity and success. Resources related 




leadership team, classroom safety, an updated handbook, and teachers being used for support. 
Safe Space focused on the work environment, specifically a culture formed without judgment 
and the ability to take risks. These themes and messages are significant because they can help 
determine priority and specific actions required to improve the school climate, instructional 
coaching model, or any of the researched theories and domains. The themes and messages also 






Figure 29: Themes and messages: qualitative analysis  




Themes had a total teacher response greater than 10% and/or a negative sentiment greater 
than 5% for the pre and postsurveys were further analyzed. During the sentiment analysis, the 
difference between the negative and positive response is a neutral response from the teacher. The 




Comparison Results: School Climate. Figure 30 compares presurvey averages to 
postsurvey averages for the school climate based on overall teacher responses and respective 
sentiment analysis. In the presurvey, three themes were greater than 10% were identified: 
Relationship (34%), Process (25%), and Student Success (12%). In addition, Process had a 
negative sentiment of 15%.  
During the postsurvey, it was revealed that five themes were greater than 10%: 
Relationship (35%), Process (20%), Individual Success (15%), Job Satisfaction (13%), and 
Student Success (12%). In addition, the sentiment analysis for Process shifted from 15% to 3% 
negative and 76% to 90% positive. 
The results indicate the resource guide helped improve the teacher sentiment analysis for 
all themes. As a result, it can be inferred the coaching interventions created a positive 
environment. In addition, the results between the pre and postsurvey increased the percent 
response for Individual Success and Job Satisfaction. It can be interpreted the instructional 
coaches’ interventions increased the understanding of self-worth and confidence, which resulted 
in a higher teacher response for these respective themes. As identified in Figure 29, the responses 




The responses associated with Job Satisfaction focused on motivation, value, compensation and 
school recognition. Based on the results in Figure 30, it can be inferred that a school should 
prioritize their climate on the following themes if they choose to create a more positive and 







Figure 30: School climate  




Comparison Results: Instructional Coaching. Figure 31 compares presurvey averages 
to postsurvey averages for the instructional coaching model based on overall teacher responses 
and respective sentiment analysis. The presurvey results identified two themes had greater than 
10% teacher response—Process and Relationship. Process and Relationship resulted in 86% of 
the responses. Both Process and Relationship had a negative sentiment of 27% and 15% 
respectively. In addition, Safe Space and Job Satisfaction both had the highest negative 
sentiment of 33%.  
The postsurvey revealed three themes that had greater than 10% teacher response: 
Process (43%), Relationship (35%) and Individual Success (11%). In addition, the negative 
sentiment for Process shifted from 27% to 3% negative and 59% to 90% positive. The negative 
sentiment for Relationship shifted from 15% to 1% negative and 78% to 96% positive. 
Furthermore, the negative sentiment for Safe Space shifted from 33% to 2% negative and 33% to 
98% positive. Job Satisfaction shifted from 33% to 1% negative and 33% to 96% positive. The 
sentiment analysis shifts revealed that implementing the resource guide continued to introduce an 
increased positive sentiment from the teachers. According to the resource guide in Appendix C, 
specifically, Steps 1, 2, and 4, the instructional coaching interventions proved beneficial for the 
positive sentiment shifts and increase priority of teachers focusing on Individual Success.  
The results from the teachers’ response to the instructional coaching model interventions indicate 
that that instructional coaches should focus on the process, relationship, and individual success 
with their teachers in order to enhance the instructional coaching model and build a positive 
sentiment with their teachers. Figure 29 outlines the specific messages instructional coaches 






Figure 31: Instructional coaching 




Comparison Results: Contingency of Self-Worth Scale (CSWS). Figure 32 compares 
presurvey averages to postsurvey averages for the CSWS based on overall teacher responses and 
respective sentiment analysis. The presurvey results identified four themes that were greater than 
10% teacher response: Relationship (41%), Process (21%), Job Satisfaction (16%) and Student 
Success (12%). In addition, Job Satisfaction had a negative sentiment of 9%.  
The postsurvey reveals three themes that were greater than 10% teacher response- 
Relationship (41%), Job Satisfaction (26%), and Individual Success (18%). It was also 
discovered that the negative sentiment for Process shifted from 2% to 5%. However, Process fell 
below 10% teacher response, which inferred that the teachers did not find this as important, but 
those who did still had a negative sentiment. However, the initial negative sentiment for Job 
Satisfaction did shift from 9% to 0%. 
The result from the teachers’ responses indicate that Individual Success has become a 
priority for teachers when building their self-worth and determination. This was discovered by 
the teachers after the instructional coaches implemented the resource guide, specifically steps 1, 
4, and 7 identified in Appendix C. In addition, it can be inferred that the Process dropped after 
implementing the resource guide because the instructional coaches and teachers had a better 






Figure 32: CSWS 





Figure 33 compares presurvey averages to postsurvey averages for each CSWS domain 
based on overall teacher responses and respective sentiment analysis. Based on the domains, the 
responses identified the respected themes greater than 10% in order to understand the teachers’ 
emphasis. In addition, responses greater than 5% for the negative sentiment analysis were also 
identified for the appropriate themes.  
During the presurvey analysis, the following domains had the respective theme greater 
than 10% in teacher response and greater than 5% with a negative sentiment analysis: 
 Others’ Approval: Job Satisfaction (15%) and 30% negative sentiment. 
 Family Support: Process (27%) and 8% negative sentiment. 
 Virtue: Relationship (52%) and 6% negative sentiment. 
During the postsurvey analysis, the following domains had the respective theme greater 
than 10% in teacher response AND greater than 5% with a negative sentiment analysis: 
 Appearance: Process (11%) and 17% negative sentiment. This shift occurred since some 
teachers did not agree that they should discuss their action step with their instructional 
coaches while the instructional coaches implemented the resource guide. 
As a result of instructional coaches implementing the resource guide, the initial domains 
identified during the presurvey shifted accordingly: 
 Others’ Approval: Job Satisfaction from 15% to 37% teacher response and 30% to 0% 
negative sentiment. 





 Virtue: Relationship from 52% to 68% teacher response and 6% to 4% negative 
sentiment. 
These results indicate that the resource guide continues to build a positive sentiment 
between the instructional coaches and teachers. In addition, it is inferred that the resource guide 
shifted some teacher responses after they had a better understanding of the instructional coaching 
model specifically Steps 1 and 4 identified in Appendix C. This is interpreted after analyzing the 
domain results for Process. Process dropped in priority for nearly every domain. In addition, 
Individual Success was not considered a priority for teachers’ self-worth until after the 
instructional coaches implemented the coaching interventions using the resource guide. It was 
revealed that Individual Success moved up in priority for four out of the five domains. Using 
Figure 33, it is recommended for instructional coaches to focus on the following themes in order 
to build each domain needed to enhance a teachers’ self-determination: 
 Others’ Approval: Job Satisfaction (37%), Relationship (35%), Individual Success (18%) 
 Appearance: Relationship (31%), Job Satisfaction (31%), Individual Success (20%), 
Process (11%) 
 Competition: Individual Success (35%), Job Satisfaction (33%), Relationship (27%) 
 Family Support: Relationship (55%), Process (18%), Job Satisfaction (18%) 










Comparison Results: Teacher Self-Efficacy Scale (TSES). Figure 34 compares 
presurvey averages to postsurvey averages for the TSES based on overall teacher responses and 
respective sentiment analysis. The presurvey responses identified four themes that were greater 
than 10% teacher response- Student Success (43%), Relationship (24%), Resources (11%) and 
Process (10%). In addition, Process had a negative sentiment of 6%. 
The postsurvey responses reveal three themes that were greater than 10% teacher 
response: Student Success (35%), Relationship (27%), and Safe Space (11%). It was also 
discovered that the negative sentiment in Process shifted from 6% to 0%. As a result, it is clear 
that both Student Success and Relationship drive self-efficacy and resiliency. These themes 
consistently make up over 60% of teacher response. However, after implementing the resource 
guide, specifically steps 3, 4, 5, and 7, teachers also prioritized Safe Space as an important theme 
for building resiliency and self-efficacy. Step 3 asked for the Instructional Coach to video their 
teacher and for the teacher to provide their own feedback within one day. This allowed for a safe 
and collaborative environment during the process.  
The results indicate that the resource guide provided a better teacher understanding of 
their roles, responsibilities, and resources. As a result, both Resources and Process dropped 
below 10% priority after the research. Therefore, it can be inferred that the following three 
themes are necessary when building resiliency in a school: Student Success, Relationship, and 






Figure 34: TSES  




Based on the domains in Figure 35, the responses indicate the respected themes greater 
than 10% in order to understand the teachers’ emphasis. In addition, results indicate that the 
appropriate themes greater than 5% for the negative sentiment analysis.  
During the presurvey analysis, the following domains had the respective theme greater 
than 10% in teacher response and greater than 5% with a negative sentiment analysis: 
 Create Positive School Climate: Resources (18%) and 8% negative sentiment; and 
Process (13%) and 22% negative sentiment. 
During the postsurvey analysis, the following domain had a respective theme greater than 10% in 
teacher response and greater than 5% with a negative sentiment analysis: 
 Influence Decision Making: Job Satisfaction (39%) and 11% negative sentiment. This 
finding was interesting since the negative sentiment was a result of teachers being able 
to express their views freely on school matters. The purpose of the resource guide is to 
create an environment for this to naturally occur, but it could have created a deterrent in 
Step 1 when roles and responsibilities were defined. 
However, as a result of the instructional coaches implementing the resource guide, the initial 
domains identified during the presurvey shifted accordingly: 
 Create Positive School Climate: Resources from 18% to 14% teacher response and 8% 
to 0% negative sentiment. Process shifted from 13% to 31% teacher response and 22% 
to 0% negative sentiment. 
These results indicate that the positive sentiment between teachers and instructional coaches 
continued to grow while implementing the resource guide. In addition, it was discovered that 
there were some important shifts with themes for each domain after the research was completed. 




and creating a positive school climate shifted from five themes to three themes. It can be inferred 
that teachers have a better understanding of their individual needs after incorporating Step 1 of 
the resource guide in Appendix C, which provided more clarity to their responses. Steps 3, 4, and 
5 align with the associated interventions for the TSES domains. Therefore, in Step 3, the 
instructional coaches modeling the job-embedded task helped the teachers better understand how 
they could influence the decision-making through both Process and Job Satisfaction. Steps 4 and 
5 focused on collaborative efforts between the coach and the teacher as it related to feedback 
from executing the task. It can be inferred that these steps created a positive school climate by 
focusing on Resources and the Process. Using Figure 35, it is recommended for instructional 
coaches to focus on the following themes in order to build each domain needed to enhance 
teachers’ resiliency: 
 Influence Decision Making: Process (48%), Job Satisfaction (39%) 
 Instructional Response: Student Success (84%), Job Satisfaction (14%) 
 Disciplinary: Student Success (59%), Safe Space (41%) 
 Enlist Parental Involvement: Student Success (88%) 
 Enlist Community Involvement: Student Success (66%), Resources (17%), Job 
Satisfaction (10%) 










Comparison Results: Psychological Climate and Effort Measures (PCEM). Figure 36 
compares presurvey averages to postsurvey averages for the PCEM based on overall teacher 
responses and respective sentiment analysis. The presurvey responses indicated four themes that 
were greater than 10% teacher response- Relationship (36%), Process (24%), Student Success 
(16%) and Job Satisfaction (11%). Both Process and Job Satisfaction had a negative sentiment of 
11% and Resources had a negative sentiment of 6%. 
The postsurvey responses also indicate four themes that were greater than 10% teacher 
response: Relationship (38%), Process (24%), Individual Success (18%) and Job Satisfaction 
(13%). It was discovered that Student Success was important to teachers during the presurvey, 
but this shifted to Individual Success during the postsurvey. This is important since the resource 
guide provided the opportunities for teachers to work and learn together, which increased the 
level of Individual Success expected from a teacher. It was also revealed that the negative 
sentiment for Process shifted from 11% to 3%, the negative sentiment for Job Satisfaction shifted 
from 11% to 0% and the negative sentiment for Resources shifted from 6% to 0%. As a result, 
the instructional coaches implementing the resource guide continued to create a positive 
sentiment with the teachers. 
The results from Figure 36 indicate that Individual Success has become an important 






Figure 36: PCEM  





Based on the domains in Figure 37, the responses indicate the respected themes greater 
than 10% in order to understand the teachers’ emphasis. In addition, the results identified the 
appropriate themes greater than 5% for the negative sentiment analysis.  
During the presurvey analysis, the following domains had the respective theme greater than 10% 
in teacher response and greater than 5% with a negative sentiment analysis: 
 Supportive Management: Relationship (52%) and 5% negative sentiment; Process (16%) 
and 8% negative sentiment; and Resources (12%) and 11% negative sentiment. 
 Role Clarity: Process (49%) and 15% negative sentiment. 
 Contribution: Process (13%) and 10% negative sentiment; and Job Satisfaction (11%) 
and 25% negative sentiment. 
 Recognition: Process (27%) and 10% negative sentiment. 
 Challenge: Process (19%) and 8% negative sentiment 
 Time Commitment: Process (54%) and 14% negative sentiment; and Job Satisfaction 
(10%) and 25% negative sentiment. 
 Work Intensity: Job Satisfaction (21%) and 33% negative sentiment 
During the postsurvey analysis, the following domain had a respective theme greater than 10% in 
teacher response and greater than 5% with a negative sentiment analysis: 
 Challenge: Process (23%) and 7% negative sentiment. While the negative sentiment 
improved by 1% from the presurvey, it is still very clear that a word in Question 71 
should not have been used. This word was “demands.” Based on teacher responses, it is 





As a result of instructional coaches implementing the resource guide, the initial domains 
identified during the presurvey shifted accordingly. 
 Supportive Management: Relationship from 52% to 74% teacher response and 5% to 0% 
negative sentiment; Process from 16% to 3% teacher response and 8% to 0% negative 
sentiment; and Resources from 12% to 1% teacher response and 11% to 0% negative 
sentiment. 
 Role Clarity: Process from 49% to 38% teacher response and 15% to 4% negative 
sentiment. 
 Contribution: Process from 13% to 17% teacher response and 10% to 0% negative 
sentiment; and Job Satisfaction from 11% to 17% teacher response and 25% to 0% 
negative sentiment. 
 Recognition: Process from 27% to 31% teacher response and 10% to 5% negative 
sentiment. 
 Challenge: Process from 19% to 23% teacher response and 8% to 7% negative sentiment. 
 Time Commitment: Process from 54% to 63% and 14% to 4% negative sentiment; and 
Job Satisfaction from 10% to 5% teacher response and 25% to 0% negative sentiment. 
 Work Intensity: Job Satisfaction from 21% to 14% teacher response and 33% to 0% 
negative sentiment. 
These results indicate that the resource guide continued to provide a better understanding of the 
roles and responsibilities between the teachers and instructional coaches. In addition, it was 
discovered that Individual Success increased in teacher priority on six of the eight domains. Most 
importantly, the positive sentiment continues to grow as the instructional coaches implemented 




impacted Individual Success in the respective domains. Using Figure 37, it is recommended for 
instructional coaches to focus on the following themes in order to build each domain needed to 
enhance teachers’ psychological climate through social learning: 
 Supportive Management: Relationship (74%), Individual Success (19%) 
 Role Clarity: Process (38%), Relationship (34%), Job Satisfaction (17%) 
 Contribution: Relationship (37%), Individual Success (24%), Process (17%), Job 
Satisfaction (17%) 
 Recognition: Job Satisfaction (34%), Process (31%), Individual Success (20%), 
Relationship (11%) 
 Self-Expression: Relationship (56%), Process (21%), Individual Success (10%) 
 Challenge: Relationship (30%), Individual Success (23%), Process (23%), Job 
Satisfaction (19%) 
 Time Commitment: Process (63%), Individual Success (15%), Relationship (13%) 













Figure 37: Comparison results—TSES domains 
 
Instructional Coaches’ Journal Summaries  
Throughout the seven weeks, weekly contact was maintained with the instructional 
coaches. Each week identified specific adjustments needed and overall teacher feedback based 




according to the Instructional Coaches: Step 1- Necessary, Step 2- Best, Step 3- Powerful and 
Reflective, Step 4- Important and 1:1, Step 5- Combine with Step 4, Step 6 and Step 7- 
Repetitive, but best for collaboration. Additionally, below is an overview of each step within the 
associated week and reflection from the instructional coaches as it relates to the resource guide. 
 
Step 1: Week 1 (November 16-20). Instructional Coach 1 received initial teacher 
response focused on who and why. There was a thought that instructional coaches should only 
focus on “new” teachers and that the job description was more a philosophy versus detailed 
expectation. In addition, there was extrinsic motivation for receiving professional development. 
Some key characteristics identified in an instructional coach related to flexibility, organization, 
honesty, and collaborative. As Instructional Coach 1 reflected on Step 1, the instructional coach 
recommends following up with Step 1 after the last step in the resource guide. However, 
incorporate these questions with the principal at the end of each iteration in order to determine if 
the feelings are the same and if the job descriptions were clarified. Moreover, this is a possibility 
for a focus group at the end of the study in order to introduce another layer of reflection and 
value in a post conversation. 
Instructional Coach 2 received initial teacher response similar to Instructional Coach 1. 
Teachers felt that the instructional coach should regularly work with new teachers and only as 
requested from veteran teachers. The teachers felt there should be increase choice for this level 
of professional development and role clarity was important, specifically finding a better balance 
between departmental meetings and instructional team meetings. Moreover, there is a teacher 




teaching strategy coaches. Some key characteristics identified in an instructional coach related to 
collegial and responsive, collaborative, facilitator and communicator. 
Instructional Coach 3 received initial teacher response focused on freedom in the 
classroom and avoiding a top down hierarchy approach. In addition, the teachers identified 
various tasks that fell outside of teaching. Some key characteristics identified in an instructional 
coach related to open, approachable, trustworthy, flexible and honest. As instructional Coach 3 
reflected on Step 1, the instructional coach recognized that this was an important step to kick off 
the cycle. However, if this model is used to introduce a new concept, then the instructional coach 
should only conduct Step 1 twice a year. Once at the beginning of the year and the second at the 
start of second semester. This would avoid repetitive clarification of roles and responsibilities 
every time an instructional coach wants to introduce a new concept or teaching strategy. 
 
Step 2: Week 2 and Week 3 (November 23-December 4). During this step, some 
adjustments were made to the resource guide to ensure fidelity of implementation. Specifically, 
the instructional coaches created a set of common questions they asked the teacher when 
requesting feedback. These were the following questions: How comfortable are you utilizing this 
strategy in your other classes? On a ten scale, what would you score me using this strategy? 
What changes could I make to get to 10?  In addition, the instructional coaches provided some 
feedback related to modeling the teacher strategy. They recommended in the future to make sure 
to change up the example for each teacher especially if dealing with the same students. You 
don’t want the students to get bored or already know the answer to the modeling session. 
Instructional Coach 1 provided overall feedback related to students and teachers. Students 




interactive and receptive. Although the teachers were observers, they remained focused and 
flexible while the instructional coach modeled the lesson. It was also identified that some 
teachers had trouble seeing the technique applied to specific classes. This was a common theme 
between “teaching” technique and “content specific” techniques. During reflection, the 
instructional coach loved this step. Modeling for their teachers was the absolute best part of their 
job. There is so much value in this, for both the instructional coach and teacher! There was some 
frustration from teachers that it wasn’t connecting to their particular content area but it helps 
them to see (with data) that our teachers still need guidance towards teaching our students to 
learn beyond the limitations of X content by applying X strategy through something easily 
comprehensible by all students. This “IS” a gradual release of responsibility. The instructional 
coach also mentioned that when teaching a new strategy, it's important to start with something 
“easy” and NOT related to content in an effort to ensure the students first understand the 
strategy. Otherwise, how would a teacher know if the students are struggling with content or 
struggling strategy?  They would essentially have to work backwards to gather that data and then 
re-evaluate the student. Starting with content isn’t in the best interest of their time (teachers & 
students alike). 
Instructional Coach 2 provided overall feedback related to students and teachers. The 
students remained engaged and energetic if the teachers were also participating in the class, but 
the level of participation varied with class and teacher. There was a similar issue with students 
seeing the same model in another class for a different teacher, but the instructional coaches 
immediately developed a solution and changed the picture for each teacher. It was also 
mentioned that some teachers requested follow-up meeting for additional support for 




to utilize the strategy. In the end, teachers wanted more complexity, student engagement, and 
content specific. During reflection, the instructional coach said this step was crucial in that the 
instructional coaches were able to model the routine for all teachers. Teachers were able to see 
the thinking routine applied firsthand instead of just being told how to apply. However, many 
teachers commented that they would have liked to see this thinking routine be modeled 
specifically for their class content, not a general model of it. The instructional coach thinks doing 
a general model is still beneficial as it allows the individual teacher to apply to their class content 
any way they see fit in the next step. 
Instructional Coach 3 provided overall feedback related to students and teachers. The 
students enjoyed the modeling lesson and remain engaged. The teachers were excited to 
implement, felt comfortable and used words such as very, extremely, reasonably and fairly. 
Teachers wanted to give students more time to think and participate and they wanted the model 
to relate more to the class content. During reflection, the instructional said this was the most 
powerful of all the steps. One thing to be aware of is repeating the lesson to the same group of 
students but with different teachers. In the case of the study, instructional coaches were able to 
pivot but this may need to be further examined depending on the job embedded task. According 
to this instructional coaches’ opinion, modeling is the most effective practice of an instructional 
coach.  
 
Step 3: Week 4 (December 7-11). During this step, some adjustments were made to the 
resource guide to ensure fidelity of implementation. Specifically, the instructional coaches 
created standard questions for teachers to respond to after they watched their video. The 




utilizing this strategy in your other classes?  On a ten scale, what would you score yourself using 
this strategy?  What changes could you have made to get to a 10? 
Instructional Coach 1 provided overall feedback from the teachers. Teachers remained 
very comfortable, wanted better explanation of the process, and scored themselves on an average 
of 7.5. During reflection, the instructional coach mentioned that this step was actually really 
cool. The instructional coach felt the real “selling point” was that the teachers were offered the 
option of the instructional coach recording the teacher on the instructional coach device or the 
teacher’s device. This helped the teachers who were most uncomfortable with getting 
videotaped. Additionally, the instructional coach would have loved to watch the video with the 
teacher so let’s not forget this for the future. 
Instructional Coach 2 provided overall feedback from the teachers. Teachers felt 
comfortable utilizing the strategy after watching the video, provided an average score of 8, and 
responded based on student involvement and implementation. During reflection, the instructional 
coach felt that this was a very powerful step for the teachers. This allowed them to take the 
modeled routine and apply to their classroom. Some teachers did express that it was difficult to 
apply in such a small window after seeing it modeled, but the routine does lend itself to being 
modified to fit any content for almost any step of a lesson. The reflection questions asked were a 
great part of this stage as well as teachers were able to really think about the success of their 
lesson. One nice aspect of the reflection questions was that the responses had to be immediate, 
even after having to watch the video. When looking at their reflection answers, many teachers 





Instructional Coach 3 provided overall feedback from the teachers. Teachers scored 
themselves on average of 8 and the instructional coach felt like there was a purpose and drive to 
the job. During reflection, the instructional coach truly enjoyed the week and the study so far. 
The instructional coach also felt that Step 3 was an imperative step in the process for several 
reasons. The first was that it helped to establish trust. The teachers were able to pick the period in 
which we came to record, which gave the teachers some ownership (and power?) over the 
situation. For an instructional coach, observing and allowing the teacher to do their own 
reflecting was powerful. The instructional coach also felt it was really powerful, no matter how 
uncomfortable it may have been, to recording the lessons. Just like in athletics, going back and 
watching yourself doing something is the ultimate form of reflection and lends itself to self-
improvement. A super important piece of this was providing the reflection questions and the 
video in a timely manner.  
 
Step 4: Week 5 (December 14-20). During this step, some adjustments were made to the 
resource guide to ensure fidelity of implementation. Specifically, the instructional coaches sent 
all teachers a Hallmark thank you card to show their appreciation. It was recommended that this 
is not necessary for every iteration of implementing the resource guide. In addition, it was 
recommended that this step should allow the instructional coach to watch the video with the 
teacher. 
Instructional Coach 1 provided overall feedback from the teachers. Teachers were honest 
with their individual feedback, but most teachers responded based on student interaction versus 
how they individually taught the lesson. During reflection, the instructional coach noticed that all 




not reflection. The instructional coach does consider creating a one-page reflection so the 
responses are not limited. 
Instructional Coach 2 provided feedback relating to the teachers’ wanting more time in 
the class to implement this strategy. During reflection, the instructional coach acknowledged that 
this step was a very important part of the process as it allowed for a 1:1 sit down to really dive 
into the reflection of the routine. The instructional coach thought the 1:1 time was very valuable 
as it allowed the instructional coach and teacher to focus more on the routine than just share out 
as a whole team. The instructional coach thinks this is a step that should always be kept in this 
process because it also allows the teachers to not get drowned out by others. Sometimes teachers 
feel more comfortable speaking in a smaller environment. Overall, the instructional coach 
thought the teachers were honest in their evaluation of the routine and many of the reflection 
points they made were ones the instructional coach would have suggested as well. In addition, 
the instructional coach though the Hallmark cards were better received than expected. Almost all 
of the cards were opened and some teachers responded with a follow up email. The instructional 
coach is not sure if this is something that should be done in every future cycle. It might have 
seemed more authentic because Christmas Break was around the corner and many people write 
cards to each other anyway. 
Instructional Coach 3 provided feedback from the teachers. The teachers wanted to work 
more on questioning strategies, probing, facilitation, and to relate the strategy to the specific 
content. During reflection, the instructional coach mentioned that this was a necessary step in the 
process, but the instructional coach thinks it would have been more effective to watch the video 
together with the teacher. This would have allowed for more specific dialogue (the instructional 




create a meaningful action step. At the very least, it ensures that the teacher watches the video of 
themselves. 
 
Step 5: Week 6 (December 21-23). During this step, some adjustments were made to the 
resource guide to ensure fidelity of implementation. Specifically, the instructional coaches asked 
questions to get the teachers to reflect on their individual work. These are the following 
questions: When you watched your video, what did you notice about yourself that we can work 
on together?  What did you notice yourself do/say in the video that surprised you?  How can I 
help you be most successful in improving? Lastly, the instructional coaches recommend 
combining Step 4 and Step 5. 
Instructional Coach 1 summarized the responses from the teachers: 
 Some responses from teachers were reflective of their own mannerisms and body 
language (Standing at desk, appearing uncomfortable, fidgety) 
 Most responses appear reflective of classroom culture (cutting students off, using their 
names, longer wait time, forgetting about Zoomers, distracting chatter, providing 
answers before giving opportunity to think, patience, interrupting students) 
 Majority of teachers did not connect “How can I help you be most successful in 
improving?” with what they were surprised to notice in themselves OR how we can 
work together. Instead, they asked for continued support or asked a pretty specific 
question (example: Help outline the pros and cons of a seated vs standing method for 
virtual teaching) 
During reflection, the instructional coach does think this step is important but the instructional 




Step 4. The conversations would have been longer and more meaningful because they would 
have really had the opportunity to dive deeper. These two steps would have felt much more 
organic had they been paired. 
Instructional Coach 2 summarized the responses from the teachers: 
 Teachers provided excellent feedback regarding themselves. Since the school is using a 
hybrid approach- teachers noticed the difference of time being spent on in-person 
students versus those on zoom. 
 Teachers wanted to find more ways to engage students using hybrid model 
 Teachers identified they walked around too much or used their hands too much- 
potential distractions 
 Teachers provided good feedback to students- they were happy to see that. 
 Teachers need to provide more time for kids to discuss thoughts 
During reflection, the instructional coach also thinks this step can be combined with the 
previous step. The instructional coach thinks watching the video once is beneficial and can just 
be more front loaded with what teachers should be reflecting on. The questions asked to teachers 
in this step were good though. It made teachers look at their interaction with students more. It 
also opened up an opportunity for the teacher to think about how the instructional coach and 
teacher can work together (teacher and coach). 
Instructional Coach 3 summarized the responses from the teachers: 
 Teachers noticed how impatient they were at times in terms of not providing enough 
wait time for the students. 
 Teachers noticed that they were not as effective at engaging Zoom students and students 




 Many teachers noticed words they repeated or tendency to ramble on instead of allowing 
think time to students. 
 Some teachers were concerned with proximity or spatial issues in terms of being locked 
to the front of the room due to the pandemic. 
 Positively, teachers took note of their positive tone, affirmative comments and “teacher 
voice.” 
During reflection, the instructional coach mentioned that this step required the 
instructional coach to talk about each teacher’s video (which the instructional coach thinks was 
better suited for Step 4). The action step was a good basis to talk about. The instructional coach 
thinks it was important to give teachers time to think about their action step and their requests 
ahead of time, or give them think time after to provide these. This step did require redirection, 
“We are going to look back at our videos, what did you notice that I can help you improve?” 
Asking specific questions like that helped to get to actionable steps.  
 
Step 6 and Step 7: Week 7 (January 11-15). Instructional Coach 1 summarized the 
items that teachers wanted more in-depth conversations regarding their action steps: 
 Rigor 
 Wait time 
 Transitions 
 Hybrid engagement 
 Seating vs Standing for hybrid model 
 Not interrupting students 




This instructional coach then grouped the teachers based on the following topics: 
 Space 
 Wait time 
 Rigor, Transitions 
During reflection, the instructional coach felt Steps 6 and 7 were repetitive, but the instructional 
coach could not determine why- stamina, maybe? 
Instructional Coach 2 summarized the items that teachers wanted more in-depth 
conversations regarding their action steps: 
 Give more thinking time 
 Embed ACT practice questions with bell ringers 
 Mindful of seniors/SEL 
 Bell ringer/exit slips 
 Critical thinking follow up 
 Making real life connections 
 Increase wait time 
 Use videos more efficiently to connect with essential question 
 Increase participation in class discussion 
This instructional coach then grouped the teachers based on the following topics: 
 Try a variety of SEL activities to help students share out where they are at emotionally 
and continue to create a safe classroom environment. 
 Try to allow for more think time 
 For team collaboration, keep the groups the same for consistency. Provide more 




 Daily bell ringer opportunities and provide a formative quiz at the end of the week based 
on the bell ringers. 
 Utilize a jigsaw and edtech tools to increase student participation 
During reflection, the instructional coach also felt that there were some aspects of these steps that 
were repetitive, but there was some overall collaborative value that could be utilized. The second 
step to this stage, getting in breakout rooms and sharing ideas, seemed to be the most beneficial. 
Instructional Coach 3 summarized the items that teachers wanted more in-depth 
conversations regarding their action steps: 
 Provide more wait time 
 Provide more probing questions 
 Proximity issues 
 Engagement of Zoom students and in-person students 
This instructional coach then grouped the teachers based on the following topics: 
 Many teachers commented that this was “great” 
 Many shared out several good tips that are working in the various areas. 
 Teachers created a reflection sheet to take their own notes on 
 Overall, teachers enjoyed the opportunity to collaborate 
During reflection, the instructional coach concurred that the the first part of this step was 
very repetitive. It felt like the third time the instructional coaches and teachers had talked about 
the action step. The instructional coach thinks teachers were annoyed to have to keep repeating 
it. (They met twice to do that during the week.) The most effective part of this was the whole 
group meetings. It was wonderful in that space to share the action steps as a large group; it led to 




Friday’s meeting which was to collaborate. The IC thinks teachers really appreciate time to talk 
about what is working for them and to get ideas from other people. Additionally, the 
instructional coach mentioned that the most important takeaway from this step and the overall 
process was that after all of the steps, it seems to lead naturally to the “next thing” or the next job 
embedded task. For instance, in this instructional coach’s team, they could really start with the 
next task focused on engagement. In addition, the overall plan and structure really felt 
purposeful. It felt great to have a common goal. The instructional coach thinks starting the cycle 
with a common job embedded task was great - that could organically lead to the “next thing” and 
so on. It would be easy as well to utilize this mid-year or whenever a new cycle was starting to 
introduce a school initiative or school-wide job embedded task. 
 
Discussion and Analysis  
Following is the analysis of the findings drawing together both quantitative and 
qualitative data in a comparative way. 
 
Climate and Instructional Coach Mixed Analysis  
The following analysis will answer the questions- What changes occurred in the school 
climate?  What significant themes did teachers focus on for building school climate? 
Using Figure 30, the following outlines the respective themes that teachers identified in 
the qualitative analysis as important. 
 Presurvey: Relationship (34%), Process (25%), Student Success (19%) 
 Postsurvey: Relationship (35%), Process (20%), Individual Success (15%), Job 




How do the following themes align with the overall theory results in the quantitative analysis?  
Using Figure 22, CSWS and PCEM showed a slight increase in teacher agreement, however, 
TSES revealed a slight decrease in teacher confidence. Comparing this quantitative data to the 
respective postsurvey qualitative data reveals the significant themes associated with the theories:   
 Figure 32-CSWS: Relationship (41%), Job Satisfaction (26%), Individual Success (18%) 
 Figure 34-TSES: Student Success (35%), Relationship (27%), Safe Space (11%) 
 Figure 36-PCEM: Relationship (38%), Process (24%), Individual Success (18%), Job 
Satisfaction (13%) 
The Instructional Coaches’ journal summaries reveal that many action steps were 
necessary, powerful, reflective and collaborative. These statements align with the significant 
themes of relationship, student success, and individual success. Instructional coaches felt that the 
resource guide allowed for appropriate self-reflection and teacher voice. The modeling step was 
powerful since it allowed teachers to review the video on their own and provide appropriate 
feedback. As a result, it helped build a better relationship since this was bottom up versus top 
down. It allowed for students to get involved and for teachers to understand the impact of the 
teaching strategy on the student success. Most importantly, the focus on the individual teacher 
truly shifted the focus to creating opportunities for increase self-worth, self-efficacy and 
enhanced psychological safety.  
The following analysis will answer the following questions- What changes occurred with 
the Instructional Coaching results?  What significant themes were identified as the foundation for 
school success when using instructional coaches? 
Using Figure 31, the following outlines the respective themes in order of priority for 




 Presurvey: Process (51%), Relationship (35%) 
 Postsurvey: Process (43%), Relationship (35%), Individual Success (11%) 
Cross-referencing these responses with the Instructional Coaches’ journal summaries, it 
was identified that the resource guide provided a clear purpose for the instructional coaches. Step 
1 was necessary since it created a shared understanding and outlined the roles and 
responsibilities. In addition, the instructional coaches continued to keep the teachers engaged 
through increased responsibility. This responsibility resulted in more self-refection and 
collaborative steps. Therefore, both Process and Relationship improved and became a priority for 
teachers with the instructional coaching model since the model was better understood and 
relationships were built.  
 
Theory Domain Mixed Analysis  
CSWS Domain Mixed Analysis. Figure 23 identified the following domains that 
improved for CSWS in the quantitative analysis: Others’ Approval (53.9%), Competition 
(53.4%) and Virtue (85.6%) 
Cross-referencing these domains with the quantitative analysis of the significant increases in 
teacher agreement using Figure 24 revealed: 
 Others’ Approval: Statements 1 and 3:  
o I don’t care what other people think of me (+12.7%) 
o I don’t care if other people have a negative opinion of me (+10.3%) 
 Competition: Statements 7 and 8:  
o Doing better than others gives me a sense of self-respect (+10.5%) 




 Virtue: Did not have a significant increase greater than 5%, but the next highest was 
Statement 18: 
o My self-esteem would suffer if I did something unethical (+4.1%) 
Moreover, the same domains were qualitatively analyzed in Figure 33 to identify the significant 
themes based on the teachers’ responses: 
 Others’ Approval: Job Satisfaction (37%), Relationship (35%), Individual Success (18%) 
 Competition: Individual Success (35%), Job Satisfaction (33%), Relationship (27%) 
 Virtue: Relationship (68%), Process (10%), Individual Success (10%) 
It can be found that the instructional coaching interventions in the resource guide allowed 
for the teachers to increase their voice, improve trust and build their relationships. Most 
importantly, these traits increased during the research since the resource guide provided more 
opportunities for self-refection. As teachers gained a better perspective of their expectations, the 
Individual Success theme continued to emerge and moved up in priority. As a result, teachers’ 
messages included more about individual improvement, productivity and success while 
maintaining a healthy relationship with the instructional coach through open and honest 
communication.  
Figure 23 identified the following domains that decreased for CSWS in the quantitative 
analysis: Appearance (57.6%), Family Support (74.0%)  
Cross-referencing these domains using the quantitative analysis of the significant decreases in 
Figure 24 revealed: 
 Appearance: Statements 4 and 5:  
o My self-esteem does not depend on whether or not I feel attractive (-8.9%) 




 Family Support: Did not have a significant decrease greater than 5%, but Statement 16 
remained below 50% for teacher response: 
o My self-worth is not influenced by the quality of my relationship with my family 
members (34.7%) 
Moreover, the same domains were qualitatively analyzed in Figure 33 to identify the significant 
themes based on the teachers’ responses: 
 Appearance: Relationship (31%), Job Satisfaction (31%), Individual Success (20%), 
Process (11%) 
 Family Support: Relationship (55%), Process (18%), Job Satisfaction (18%) 
It can be found that the instructional coaching interventions enhanced self-worth by 
introducing responsibility. The steps in the resource guide focused on building a better 
relationship with their instructional coaches and other teachers by creating a safe environment. It 
was clear that teachers became more in agreement that their feeling of attractiveness and how 
their body looks by others impacted their self-esteem. Therefore, it was revealed that the 
resource guide not only created more self-reflection, but also increased the reliability on others to 
achieve success.  
 
TSES Domain Mixed Analysis. Figure 25 identified the following domains that 
improved for TSES in the quantitative analysis: Instructional Response (79.1%), Enlist Parental 
Involvement (74.9%). 
Cross-referencing these domains using the quantitative analysis of the significant 
increases in teacher confidence using Figure 26 revealed: 




o Get children to do their homework (+10%) 
Moreover, the same domains were qualitatively analyzed in Figure 35 to identify the significant 
themes based on the teachers’ responses: 
 Instructional Response: Student Success (84%), Job Satisfaction (14%) 
 Enlist Parental Involvement: Student Success (88%) 
It can be found that self-efficacy increases based on student success. Therefore, it is 
important for students to improve and grow in the classroom through proven strategy and data 
analysis. It can be inferred that competence, usefulness and potency were key concepts of self-
efficacy that led to student success. However, a sense of belonging and optimism were key 
concepts that focused on building a relationship and creating a safe space.  
Figure 25 identified the following domains that decreased for TSES in the quantitative 
analysis: Influence Decision Making (56.4%), Disciplinary (86.9%), Enlist Community 
Involvement (58.8%), Create a Positive School Climate (79.8%) 
Cross-referencing these domains using the quantitative analysis of the significant decreases in 
Figure 26 revealed: 
 Influence Decision Making: Statement 23 
o Express my views freely on important school matters (-7.6%) 
 Disciplinary: Did not have a significant decrease greater than 5%, but Statement 35 was 
the next lowest: 
o Prevent the problem behavior on the school grounds (-4.5%) 
 Enlist Community Involvement: Statement 41 
o Get local colleges and universities involved in working with the school (-5.6%) 




o Make the school a safe place (-9.5%) 
o Get students to trust teachers (-8.8%) 
o Help other teachers with their teaching skills (-7.7%) 
Moreover, the same domains qualitatively analyzed in Figure 35 to identify the significant 
themes based on the teachers’ responses: 
 Influence Decision Making: Process (48%), Job Satisfaction (39%) 
 Disciplinary: Student Success (59%), Safe Space (41%) 
 Enlist Community Involvement: Student Success (66%), Resources (17%), Job 
Satisfaction (10%) 
 Create Positive School Climate: Safe Space (37%), Process (31%), Resources (14%) 
It can be found that the resource guide must place increasing emphasis on the significant 
themes identified above. As instructional coaches improve the process, they will create a better 
understanding for teachers on how to influence the decision making process. In addition, with 
more time, the positive school climate will improve as the themes Safe Space and Process 
increase.  
 
PCEM Domain Mixed Analysis. Figure 27 identified the following domains that 
improved for PCEM in the quantitative analysis: Supportive Management (86.0%), Role Clarity 
(68.6%), Contribution (82.1%), Recognition (66.7%). Cross-referencing these domains using the 
quantitative analysis of the significant increases in teacher agreement using Figure 28 revealed: 
 Supportive Management: Did not have a significant increase greater than 5%, but the 




o I can trust my instructional coach to back me up on decisions I make in the field 
(+4.5%) 
 Role Clarity: Statements 54, 55, 56 
o Management makes it perfectly clear how my job is to be done (+5.8%) 
o The amount of work responsibility and effort expected in my job is clearly 
defined (+5.1%) 
o The norms of performance in my department are well understood and 
communicated (+6.8%) 
 Contribution: Did not have a significant increase greater than 5%, but the next highest 
was Statement 59: 
o I feel like a key member of the organization (+4.0%) 
 Recognition: Did not have a significant increase greater than 5%, but the next highest 
was Statement 61: 
o I rarely feel my work is taken for granted (+4.8%) 
Moreover, the same domains were qualitatively analyzed in Figure 37 to identify the significant 
themes based on the teachers’ responses: 
 Supportive Management: Relationship (74%), Individual Success (19%) 
 Role Clarity: Process (38%), Relationship (34%), Job Satisfaction (17%) 
 Contribution: Relationship (37%), Individual Success (24%), Process (17%), Job 
Satisfaction (17%) 





It can be found that the instructional coach interventions had an immediate impact on the 
relationship between our teachers and coaches. Most importantly, the action steps allowed for 
more role clarity in regards to the coaching model and job descriptions. As a result, by 
introducing responsibility, teachers seen an increase in social learning. This also led to an 
increase in the Individual Success theme. Specifically, Individual Success increased in teacher 
priority with six of the eight domains and the positive sentiment continued to increase. Lastly, 
through some of the action steps, it was identified that teachers felt like a key member and that 
their work was not taken for granted.  
Figure 27 identified the following domains that decreased for PCEM in the quantitative 
analysis: Self-Expression (63.9%), Challenge (67.9%), Time Commitment (53.1%), Work 
Intensity (84.9%). Cross-referencing these domains using the quantitative analysis of the 
significant decreases in teacher agreement using Figure 28 revealed: 
 Self-Expression: No significant decrease 
 Challenge: Statements 67 
o My job is very challenging (-7.7%) 
 Time Commitment: Statements 71 
o Among my peers, I’m always the first to arrive and the last to leave (-6.5%) 
 Work Intensity: Statement 74 
o When there’s a job to be done, I devote all my energy to getting it done (-5.4%) 
Moreover, the same domains were qualitatively analyzed in Figure 37 to identify the significant 
themes based on the teachers’ responses: 




 Challenge: Relationship (30%), Individual Success (23%), Process (23%), Job 
Satisfaction (19%) 
 Time Commitment: Process (63%), Individual Success (15%), Relationship (13%) 
 Work Intensity: Student Success (43%), Individual Success (43%), Job Satisfaction 
(14%) 
It can be found that the instructional coaching interventions and increased responsibility 
actually created some surprising revelations. It was revealed that time commitment and work 
intensity decreased in level of agreement. A potential discovery that an increased level of 
collaboration allowed for teachers to better understand the time commitment and work intensity 
from their peers. As a result, teachers shifted their response on the postsurveys. In addition, it is 
clear that instructional coaches must focus on the significant themes for a greater time frame in 
order to build upon some of the themes that seemed a slight decrease.  
 
Sentiment Analysis  
The sentiment analysis used machine learning in order to label the response of each open-
ended question. During the presurvey qualitative analysis, 1,145 responses were labeled using 
the sentiment analysis. During the postsurvey qualitative analysis, 1,157 responses were labeled 
using the sentiment analysis. Appendix F provides the raw data associated with each theory and 
its respected theme in relation to the feeling provided by the respondent. 
 
Instructional Coaching Sentiment Analysis. Figure 38 identifies five questions in the 
postsurvey that had a negative sentiment greater than 5% compared to 15 questions with a 




positive impact on the feelings of each teacher. However, it is important to further analyze the 
negative sentiments that remained greater than 5% after implementing the resource guide. 
 Does your instructional coach help develop your communication skills? 
 Why is it important to reflect on developing individual action steps? 
 What are the weakness of an instructional coaching model? 
 What external factors could harm the instructional coaching model? 
 How has your opinion of the instructional coaching model changed? 
Comparing the Instructional Coach journal entries and the sentiment analysis results provided 
greater insight to these questions. Specifically, teachers were constantly focused on “content” 
experts versus “teaching strategy” coaches. As a result, the sentiment increased for most since 
there was a positive relationship built throughout this process, especially as it relates to better 
understanding the process of the model. However, some teachers still feel that instructional 
coaches should only get assigned to “new” teachers and veteran teachers should have the option 






Figure 38: Comparison results—Instructional coaching sentiment analysis 






CSWS Sentiment Analysis. Figure 39 identifies six questions in the postsurvey that had 
a negative sentiment greater than 5% compared to 10 questions with a negative sentiment in the 
presurvey. It is inferred that the instructional coach interventions had a positive impact on the 
feelings of each teacher. However, it is important to further analyze the negative sentiments that 
remained greater than 5% after implementing the resource guide. 
 Why is it important to discuss your individual action steps with your team? 
 Why is competition important to an individual's confidence? 
 Why are individuals influenced by competition? 
 Why is it important to feel loved by your family? 
 How does your instructional coach provide appropriate resources and dialogue? 
 How could your instructional coach and team improve their moral compass? 
Comparing the domains in the quantitative analysis of Figure 24 to those in Figure 39 with 
negative sentiment responses greater than 5%. It was identified that Appearance and Competition 
both had statements with a significant decrease in teacher agreement. These statements relate to 
teachers’ self-esteem becoming more dependent on others, however, they do not feel that 
competition is the way to create a collaborative environment. The resource guide gradually 











TSES Sentiment Analysis. Figure 40 identifies three questions in the postsurvey that 
had a negative sentiment greater than 5% compared to six questions with a negative sentiment in 
the presurvey. It is inferred that the instructional coach interventions had a positive impact on the 
feelings of each teacher. However, it is important to further analyze the negative sentiments that 
remained greater than 5% after implementing the resource guide. 
 Why is it important to express your views freely on school matters? 
 How do you consider your students' parental involvement? 
 Why is it important for your instructional coach to ask how you are feeling? 
Comparing the domains in the quantitative analysis of Figure 26 to those in Figure 40 with 
negative sentiment responses greater than 5%. It was identified that Influence Decision Making, 
Instructional Response, Enlist Community Involvement and Create a Positive School Climate all 
had statements with a significant decrease in teacher confidence. Teachers felt less confident to 
express their views freely on important school matters and the negative sentiment aligned after 
incorporating the resource guide. In addition, teachers were less confident to get students to learn 
when there is a lack of support at home aligned with the negative sentiment. Lastly, the 
confidence for teachers to help others with their teaching skills confidence decline. Once again, 
this is the last step of the resource guide and identified by the Instructional Coaches as the most 










PCEM Sentiment Analysis. Figure 41 identifies 17 questions in the postsurvey that had 
a negative sentiment greater than 5% compared to 20 questions with a negative sentiment in the 
presurvey. It is inferred that the instructional coach interventions had a positive impact on the 
feelings of each teacher. However, it is important to further analyze the negative sentiments that 
remained greater than 5% after implementing the resource guide. 
 Why is it important for your instructional coach to follow-up with your specific requests 
for help? 
 How does your instructional coach support your ideas? 
 Why is it important for instructional coach to clarify your roles? 
 How does your instructional coach make your roles clear? 
 Why is it important for the instructional coach to reaffirm your role as a teacher? 
 How does your instructional coach make you feel like a key member of the school? 
 Why is it important for your instructional coach to ask for feedback in respect to 
modeling the teaching strategy? 
 Why is it important for your instructional coach to ask for feedback regarding your 
training videos? 
 Why is it important to receive a certificate of appreciation from your instructional coach? 
 How does your instructional coach help you express your feelings? 
 Why is it important to have a challenging job? 
 How does your instructional coach support your demands? 
 How did you feel when your instructional coach provides a new job embedded teaching 
strategy? 




 How do you rate your commitment outside of the normal school day? 
 How do you feel when your instructional coach provides work outside of the normal 
school day? 
 Why is it important to give 100% all of the time? 
Comparing the domains in the quantitative analysis of Figure 28 to those in Figure 40 with 
negative sentiment responses greater than 5%. It was identified that Challenge, Time 
Commitment and Work Intensity all had statements with a significant decrease. The sentiments 
do not specifically align with the results from Figure 28. In fact, Role Clarity was one domain 
that achieved a significant increase in agreement from teachers after implementing the resource 
guide. In addition, Challenge, Time Commitment and Work Intensity all had significant 
decreases, but it focused on their individual time, expectation and energy put into their work. As 













CHAPTER 5: CONCLUSION 
 
Discussion, Findings, and Recommendation  
Resource Guide 
The resource guide was developed in coordination with the instructional coaches. The 
guide used the Occupational Stress Inducer Categories in Table 9 to develop the coaching 
interventions. These interventions allowed the instructional coaches to identify specific action 
steps that would introduce responsibility to the teachers. 
The instructional coaches felt that the resource guide provided purpose to their roles in 
the school building. Most importantly, it provided an opportunity for the instructional coaches 
and teachers to build a relationship focused on teaching strategy. The guide introduced 
responsibility in each of the action steps and this increased responsibility produced an overall 
increase in positive sentiment from the teachers after the research. It can be inferred that 
introduced responsibility, aligned with creating specific actions steps focused on clarity and 
collaboration, created a better climate. 
The improving climate was significant to the researcher since it provided evidence that 
increased responsibilities do lead to improved psychological safety and resilience. Specifically, 
instructional coaches focused on relationships and individual success throughout each action 
step, which created more opportunities to increase employee voice, trust, and relationship. Most 
importantly, it allowed teachers to remain competent, have a sense of belonging and usefulness, 
and remain positive. The instructional coaches felt implementing the resource guide was 
significant because it gave them a purpose. In fact, the instructional coaches plan to continue 




the themes identified for each domain will allow the instructional coaches to focus their 
messaging so they can improve all identified teaching domains through each iteration. 
The instructional coaching framework and logic model were validated for success (see 
Figures 6 & 8). Introducing responsibility did increase both resilience and psychological safety. 
The feedback loops were essential and this also led to the need for more team collaboration. As a 
result, teachers felt that there were more opportunities for collaboration and eventually these 
opportunities will lead to student success.         
Another indirect benefit was the relationship built between the instructional coaches and 
the academic leadership team. As the roles became clearer, so did the model. The instructional 
coaches were part of developing this resource guide so they took pride in providing feedback for 
improvement. Specifically, the guide shifted from seven to five steps, and from seven to six 
weeks. After implementing the guide, the instructional coaches recommended that the original 
Step 5 should be combined with Step 4 and that Steps 6 and 7 be combined to form Step 5. 
Appendix G provides an update to the resource guide based on the instructional coaches’ 
feedback. 
It was also clear that some steps in the resource guide should combine and other steps 
should be removed. However, each step was validated as important even though some were 
repetitive. The repetition was initially necessary since it created an opportunity to collaborate, 
but the instructional coaches felt that it was even more important for the teachers to collaborate 
with their peers in Step 7. As a result, more time can be spent on Step 7 with cross-collaboration 
between teachers.  
The deep analysis of each theory, domain, and survey statement allowed the researcher to 




themes teachers identified as significant in the presurvey were not as significant in the 
postsurvey. It was revealed and discussed that Individual Success was a significant theme that 
emerged after the instructional coaches introduced responsibility with the resource guide. These 
coaching interventions created the self-reflection and collaboration needed to enhance individual 
growth and productivity. Therefore, this resource guide can be considered an effective training 
program for instructional coaches to positively impact change in a school, public or private. The 
sentiment analysis clearly demonstrated a positive shift in response towards climate, instructional 
coaching model, and the three theories. Significant themes were identified for enhancing 
psychological safety, resilience, and team performance. Most importantly, these themes were 
identified for each domain within the respective area. Overall, stress does not need to be 
alleviated from the work environment. Stress can be positively introduced through increased 
responsibility.  
 
Key Takeaways. The resource guide is general and adaptable for any school district. It 
was found that school conditions are conducive to fostering resiliency, and increased 
responsibility does lead to improved resilience and psychological safety. Most importantly, it 
was found that instructional coaching interventions positively impacted teacher sentiment. 
After incorporating the resource guide, it was found that teachers are more agreeable to 
psychological safety if the following themes remain in place: Relationship, Job Satisfaction, and 
Individual Success. It was found that teachers are more confident and resilient if the following 
themes remain in place: Student Success, Relationship, and Safe Space. 
It was found that teachers are more agreeable to team performance if the following themes 





The research was limited to one school with three instructional coaches that had 15 
teachers each. Nearly 50% of the teachers participated in the research, but some teachers that 
completed the presurvey did not complete the postsurvey. As a result, the analysis was limited to 
those who completed the surveys. In addition, the research had a specific timeline, but due to the 
holidays and the pandemic, there was definitely some environmental stress already affecting our 
teachers. However, the response rate and time of the research were positive. The qualitative 
analysis was limited to the coding identified as themes. These themes had appropriate messages 
and tagging the responses was subjective to the analysis, including the sentiment analysis. Lastly, 
this research was limited to measuring the teacher success and did not measure whether the 
resource guide impacted student success. 
 
Implications  
The instructional coaches helped produce the resource guide, and they were required to 
specifically follow the resource guideto ensure fidelity of implementation. However, the first two 
weeks, one instructional coach’s father passed away, and the assistant principal of curriculum 
and instruction executed Step 1 and Step 2 of the resource guide on the teachers behalf. 
Throughout the research, the instructional coaches updated their journals, and had weekly 
meetings and unstructured interviews with the researcher. This allowed appropriate meaning-
making throughout the research and ensured fidelity of implementation each week. Overallthe 
teachers fully participated in the action steps and responded with honesty. In addition, the 




lesson. It was revealed that introduced responsibility positively impacted the results of the 
postsurvey. 
 
Recommendations for Further Action  
It is recommended that the resource guide steps be combined in some areas. This would 
allow for more opportunities for the instructional coaches and teachers to collaborate one-on-
one, but also allow for more team collaboration. It is known that resilience is developed over 
time and although it was discovered that psychological safety, resilience, and team performance 
improved, it is recommended multiple iterations of implementing the action steps be taken before 
there is enough evidence beyond the seven-week study to validate these findings. In addition, it 
is recommended to increase teacher participation in the surveys and to increase the number of 
instructional coaches in order to reduce the teacher to instructional coach ratio. The researcher 
also recommends both interviews and focus groups with teachers in future research instead of 
relying on instructional coaching journals and unstructured interviews for meaning-making. This 
was not available during this research due to anonymity and the researcher coming from a 
position of power in the school. Lastly, the framework, logic model, and learning theories were 
contributions to knowledge. In order to ensure the final result of the model is student success, 
more time and research is needed to analyze the results of each job embedded task that the 
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APPENDIX G: REFINED RESOURCE GUIDE 
The Instructional Coach Resource Guide (ICRG) was created to help schools implement 
new teaching strategies using an instructional coaching model. 
The ICRG is a 5-step model for introducing responsibility to your teachers through 
specific instructional coaching interventions. Understanding the occupational elements from the 
Occupational Stress Inducer (OSI) helped prepare specific interventions for each step. 
Step 1 incorporates instructional coaching interventions that focus on the individual role in the 
school. These interventions produced specific instructional coaching actions. Step 1 provided an 
opportunity for the instructional coach to clarify their coaching responsibilities with the teachers 
using their job description. This step also created an opportunity for the coach and the teacher to 
clarify the teacher responsibilities. Most importantly, it was an opportunity to review other roles 
within the school in order to create a shared understanding for communication flow. During this 
step, the instructional coaches are also required to ask the teachers specific questions: How can I 
help you accomplish your roles? What tasks are you doing as an educator that falls outside of 
your assigned roles? What feedback do you have for me? These open-ended questions create an 
opportunity for teachers to voice their opinions. It creates an opportunity to build trust. At the 
conclusion of this step, the instructional coach will acknowledge that they are there to provide 
resources and remain committed to increasing dialogue and feedback. This is followed up with 
the instructional coach providing consolidated feedback to the entire instructional team. 
Steps 2, 3, and 4 incorporate instructional coaching interventions that focus on factors 
that are intrinsic to the teachers’ job. Step 2 is considered the best step for an instructional coach 




school strategy or professional development. However, it is important to provide the teachers 
with a timeline that identifies when the instructional coach will visit their classroom. Most 
importantly, it provides the teachers the time that the instructional coach will model this new 
teaching strategy in the classroom. Modeling is significant since it creates an opportunity of 
vulnerability for the instructional coach, but it also provides the teacher a chance to better 
understand the expectations and how the students respond. Lastly, in order to expand on the 
dialogue, the instructional coach will ask the teachers to provide feedback on how the 
instructional coach executed the modeling. The following questions were used for feedback in 
order to ensure fidelity of implementation: How comfortable are you (teacher) utilizing this 
strategy in your other classes?  On a ten scale, what would you score me (the instructional coach) 
using this strategy?  What changes could I (the instructional coach) make to get to 10? 
Step 3 was considered the most powerful and reflective step from the instructional 
coaches. During Step 3, the instructional coaches had to video the teacher implementing the new 
teaching strategy. At this time, the instructional coach gave two choices in order to create a safer 
environment:  Do you want me to use your phone to videotape you or do you prefer that I use my 
phone?  This step is both powerful and reflective since the most important task for the teacher 
was to review himself or herself on the video and provide feedback within one working day 
using the standard reflection questions: How comfortable are you utilizing this strategy in your 
other classes?  On a ten scale, what would you score yourself using this strategy?  What changes 
could you have made to get to a 10?   
Step 4 was considered an important step since it allowed for one-on-one interaction with 
the instructional coach and teacher. This required the instructional coach to provide constructive 




instructional coach also asked the teacher to provide suggested improvements to the new 
teaching strategy. This was an opportunity for the teacher to voice their opinion and participate 
in the process of professional development. After this discussion, the teacher had to self-reflect 
and develop one action step to improve the teaching strategy. Over the weekend and outside of 
normal hours, the instructional coaches completed a check-in with the teacher and asked the 
teachers to respond to how they are feeling today? The instructional coaches also provide a 
digital Hallmark card to show their appreciation. 
Step 4 then transitioned to the coaching interventions focused on organizational climate. 
This created one additional instructional coaching action in which they had to discuss the 
individual action step with the teacher, talk about the teacher video, ask the teachers how the 
instructional coach can help with the action step, and reaffirm the teachers’ role in the school. 
Step 5 was considered the most collaborative step for the instructional coaches. It focused on the 
relationships in the school and created instructional coaching actions that allowed the teachers to 
discuss their identified action step with their team. It also allowed the teams to group with each 
other based on similar action steps while asking each other for additional help. As a result, this 
step created a level of team psychological safety and team performance that will overall help 
change culture, improve teacher success, and lead to student achievement. 
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